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ABSTRACT
A Study of the Effects of Social Literacy Training on
Teaching Effectiveness in Recently Desegregated Urban
Junior High Schools
(June 1977)
Nellie Santiago-Wolpow, A.B., Hunter College
M.A., Columbia University
M.Ed., Ed.D., University of Massachusetts
Directed by: Professor Barbara Jean Love
This study focuses on the effects of Social Literacy Training
on teaching effectiveness in recently desegregated urban junior high
schools in New England. More specifically, this study is being
conducted to test the general hypothesis that Social Literacy
Training, guided by the ideas of Paulo Freire, would produce
differences in the behavior of teachers and students in recently
desegregated urban schools.
From this general hypothesis the following specific,
empirical
hypotheses are generated:
Hypotheses related to teacher behavior:
Hvoothesis 1 - Increased use of indirect teacher
talk
in the experimental classrooms.
Hypothesis 2 - Increased use of direct teacher
talk in
the control classrooms.
v
Hypotheses related to student behavior:
Hypothesis 3 - Increased use of student talk in the
experimental classrooms.
Hypothesis 4 -• Increased time spent by students
attending to instructional material
(MALT) in the experimental classrooms.
Hypo thesis 5 - A high positive relationship between
indirect teacher talk with students
attending to instructional material
(MALT).
Hypothesis 6 - A positive relationship between student
talk with attention to instructional
material (MALT).
The first two hypotheses concern the degree to which the proposed
intervention is implemented. The remaining four hypotheses deal with
the degree to which the intervention is effective.
The Flanders System of Interaction Analysis (FIAC) and the
Mutually Agreec'-Upon Learning Time (MALT) measures are used as the
assessment instruments. The FIAC measure categorizes teacher and
student verbal behavior, with the emphasis on teacher behavior. The
system is an affective classification system. The MALT measure
categorizes teacher and student verbal behavior, with the emphasis on
student participation.
The review of the literature is concerned with examining the
pedagogy of Paulo Freire. It offers biographical information, a
brief discussion of the basic philosophic ideas behind his approach,
a detailed description of his consciousness-raising concepts,
and a
presentation of his methodology.
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The Freirian method and its relationship to teaching effective-
ness is examined. Emphasis is placed on Freire's Domesticating and
Liberating Education concepts. This chapter also discusses third-
generation desegregation school problems as a way of providing a
context for Freire's ideas and methods.
A total of four teachers in one urban school system in New
England and their 200 junior high school students serve as subjects
for the study. The group of teachers participating in this study
are chosen from among those teachers who trained in Social Literacy
skills in the 1976 Social Literacy Summer Institute. The selection
of this group is based on the willingness of the schools and the
teachers to participate in the study.
The data is analyzed using t-tests and correlational analysis.
The independent variables are the control and experimental groups
and the dependent variables are the scores obtained from the FIAC
and MALT measures. Measures are obtained at the end of the inter-
vention from both the experimental and control groups.
In order to determine whether or not the intervention produces
differences in student behavior, the answers to six questions are
sought:
1. Is there more use of indirect teacher talk in
the experimental classroom than in the control?
2. Is there more direct teacher talk in the control
classroom than in the experimental?
3. Do students in the experimental group spend
mote
time talking than students in the control group.
4. Do students in the experimental group spend
more time attending to instructional material
than students in the control group?
5. Is there a relationship between indirect
teacher talk and the degree to which the
student paid attention to his or her
instructional material?
6. Is there a relationship between student talk
and the degree to which the student paid
attention to his or her instructional
material
?
The overall results of the total sample are significant at the
.10 level for the main measure of the study, increased student ver-
bal behavior in the experimental classrooms. While the findings
indicate that the other measures are not statistically significant,
the results, as indicated by the means, do point in the direction
of the hypotheses of the study. Given these findings, it is
quite possib 1 that if the post-treatment measures had been adminis-
tered later in the implementation phase, as opposed to three months
after the beginning of the intervention, the results would have been
signi ficant.
Two major conclusions may be drawn from this study:
1. The ideas and methods of Paulo Freire, as
applied by the Social Literacy Training
Institute at the University of Massachusetts
in Amherst, do produce differences in the.
behavior of teachers and students. The find-
ings indicate that Social Literacy Training
does increase the equal verbal participation
of both the teacher and the student.
2. Social Literacy Training improves the quality
of teaching by increasing teachers' awareness
of themselves, students, and their environment.
vi i i
Thus, it seems that the Social Literacy
approach can be used effectively in
recently desegregated urban junior high
schools to improve the quality of class-
room interaction.
Suggestions are made for further research and practice utilizing
alternative strategies that increase the potential for a more success-
ful intervention and implementation. Alternative studies are also
proposed for Social Literacy Training that could be conducted in
recently desegregated urban schools, as a way of assessing the full
impact of Social Literacy on school desegregation, and on the develop-
ment of critical consciousness. The section also examines the feasi-
bility of applying Social Literacy concepts to the study of relation-
ships in other social institutions.
The Appendices include a document describing the history of
the Social Literacy Training Institute, the nature of Social Literacy
Training, and a description of the 1976 Social Literacy Summer
Training Institute. This section also includes a sample of the
classroom observational forms, and the instructions for the video-
taping used in the study.
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CHAPTER I
INTRODUCTION
This study focuses on the effects of Social Literacy Training
ori teaching effectiveness in recently desegregated urban junior high
schools in New England. The Social Literacy Training Institute at
the University of Massachusetts in Amherst, guided by the ideas of
Paulo Freire, designed an innovative collaborative problem-solving
approach directed at improving the quality of public education in
recently desegregated schools. Specifically, the focus of this
study is teaching effectiveness defined as a process of human inter-
action which enables students to learn, to initiate, arid to interact
for the betterment of themselves and the group. This pedagogical
process relies on the ability of the teacher to communicate humanly
and to facilitate this type of communication among group members
(Freire, 1973a; 1973b; undated).
The Need and the Rationale of the Study
The Pedagogy of Paulo Freire
Philos ophic background . Born in Recife, in Northeast
Brazil, in
1921, Paulo Freire evolved with others a literacy
campaign, which he
called conscientizacao (critical consciousness), that
was destined to
meet with tremendous success (Freire, 1973a;
1973b; undated). In six
to eight weeks, 80 percent of the participants
had become functionally
literate. Based on these results, the
Brazilian government sponsored
2a massive national literacy campaign, until they realized the deeper
intentions of Freire's training. At that point, the government
destroyed Freire's literacy campaign, jailed him, and seventy days
later he was deported. Freire's literacy approach was probing too
deeply into the political dimensions of reading (Brown, 1974). His
method drew the people into the process of reading by using their
human experience as valuable educational content. Freire's intention
was to teach the group how to read the conventional idiom while
raising class consciousness.
The nature of literacy . For Freire, literacy is more than simply
learning to read and write the conventional idiom. It is a much
broader problem-solving process involving naming problems, analyzing
the causes, and acting to solve the problems. In this approach,
complete literacy occurs only when individuals can accurately read
the written word and their place in nature, time and society.
The stages of literacy . Freire has identified three develop-
mental stages in the way people name, analyze, and attempt to
solve
problems. His process can be divided into three distinct stages,
magical, naive, and critical consciousness.
Archetypical magical individuals conform to the situation
in
which they find themselves. They define problems
related to basic
survival concerns and feel that these problems
are governed by powers
beyond their control.
At the next stage of literacy, naive
individuals, problems are
3seen and named in individuals who deviate from their expected or ideal
roles. The implicit naive assumption is made that if individuals
reform, everything will be fine because the system of roles and rules
is seen as basically good.
At the third stage of literacy, critical consicousness
,
individuals
are critical of the system of roles and rules that affect them. They
see that their problems are caused by unjust rules, policies or norms
that victimize them. No mere patching of the relationship will change
the basic reality that the system, a coercive set of roles and rules
which govern relationships, is the cause of the problem.
Literacy training. Freire's literacy training consists of four
steps (Freire, 1973):
ENTRY: A team of outside individuals arranges
with a group to study that group's
thought, language and actions.
NAMING: In discussion sessions, the outsiders
and leaders of the group attempt to
define THE central conflict in the
group's situation.
ANALYZING: When this central conflict has been
named, the group analyzes the causes of
conflicts, attempting to understand
the system causes.
SOLVING: Literacy training leads to collabora-
tive action to resolve the conflicts.
The content of literacy training is not
prescribed in a fixed
curriculum for all groups and situations. The
central conflicts,
Vreire calls this the "generative theme.
4words, causes and actions are drawn out of each situation. According
to Freire, only through problem-posing, true dialogue and collaborative
problem-solving do groups move toward democratic participation in
transforming the problems in their social situation (Freire, 1970;
1973).
The History of Social Literacy Training
In 1971, with this theoretical orientation and a commitment to
improve public education, members from the University of Massachusetts
began a long series of consultations in an urban school system with the
sanction of the Superintendent.
Experience in and a commitment to this desegregated urban school
system closest to the University prompted the staff to apply the
Freirian proces: there for three reasons:
1. The city had an increasing number of minority
residents. Black students represented approxi-
mately 7.1% of a school population, while
Spanish-speaking students represented approxi-
mately 13 %.
2. School board policy was successfully evading
and delaying the complete desegregation of
public schools. It was to take the system
nine years to desegregate fully.
3. Implicit policies in desegregated schools
continued to segregate students. The isolation
of students by race had increased. Some indices
of segregation included the "push-out of Black
students on disciplinary grounds and their
resegregation via tracking and testing programs.
Furthermore, this system's magical approach to
problem solving chal-
taff. Could true dialogue and collaborativelenged the University s
5problem-solving move this system toward more democratic participation
in the naming, analyzing and solving of school -related problems?
Initially, working in one school, the staff conducted several
workshops and discussion groups around third-generation desegregation
problems. Discussion topics included academic achievement, motivation,
and racial attitudes and behaviors.
After a thoughtful analysis of the problems, the volunteer group
of teachers decided to concentrate on the central problem affecting
most of the teachers--discipl ine problems occasioned by desegregation.
The "Discipline problem" refers to four types of problems in the
classroom (Alschuler, 1975):
1. Subject matter discipl ines inappropriate for
the needs of diverse students.
2. Traditional teaching-learning styles that do
not allow sufficient self-regulation ( di sci
-
pi ine ) by students and teachers.
3. Insufficient mutual respect and caring between
teachers and students ( disciple-ship )
.
4. Inappropriate discip linarian actions by educators.
The discipline problem in classrooms is a primary link in a long
chain
of increasingly serious consequences: Loss of learning time due
to
diverting conflicts in the classroom, leading to reduced
academic
achievement levels and increased numbers of referrals to
the front
office for disciplining, leading to increased suspension
rates and
increased "drop-out" rates.
Within one year, an initial group of six teachers
had grown to
6thirty-two members in one school and sixteen members in a second school.
These teachers, on a voluntary basis, contributed an average of ten to
fifteen hours weekly to these work sessions. Collaborative problem-
solving, personal involvement and technical assistance were the only
compensation participants received. It was evident that the teachers'
commitment to Social Literacy grew out of their sincere need to
improve their relationship with students, and the methods of Social
Literacy were working for them.
As the needs of teachers grew, the University staff decided to
apply for funding that would allow the implementation of the training
on a broader scale. The staff was ready to share with other educators
a Freirian training process that derived its form and content from
the participants, indigenous materials and methods, and a technical
assistance network that would replace sporadic visits by "experts."
In June 1976, the U. S. Office of Education awarded the University
of Massachusetts a grant to do Social Literacy Training in Region I
(Boston). The grant allowed the Social Literacy Training Institute
to concentrate its attention exclusively on improving the
quality of
public education in recently desegregated schools from a
Freirian
perspective. One of the specific areas focused on was
teaching
effectiveness. Teaching effectiveness, as defined by the
Social
Literacy Training Institute, is a pedagogical process
which enables
students to learn, to initiate, and to interact
for the betterment
of themselves and the group.
7The Freirian Method and Teaching Effectiveness
Research on teaching effectiveness attempts to discover relation-
ships between teaching-learning strategies and measures of student
growth. In most research on teaching effectiveness, no assessment
of classroom interaction takes place (Flanders, 1970). As a result,
it is difficult to explain why the results of any sustained effort
to improve instruction turned out the way that they did. Perhaps,
the teacher asked questions differently, or reacted to the ideas
expressed by students differently, and perhaps students participated
more, asked more appropriate questions, and were engaged in the
learning process more frequently. An interaction analysis system,
on the other hand, provides information about the verbal communication
which occurred, and this often helps to explain the results.
Suppose a teacher directs a class to interpret a passage from
a paperback book on the problem of Israel's accommodation to
Arab-Islamic culture. The passage reads as follows (Massialas, &
Cox, 1966):
The influx of immigrants from Yemen, Iraq, and
other non-Western areas means that today 40 per-
cent of Israel's population is non-Western in
origin. It is predicted that within a decade the
population of the country will be 60 percent non-
Western. The more non-Western Israel becomes
the sooner and more effectively it will fit info
the Middle East, and we must remember that,
what-
ever may be the intellectual and spiritual
attach-
ments of Israel's European-born population,
the
new state, for better or worse, must live
in thG
Middle East, and not in Europe or in .he
United
States (Dean, 1960).
8Teacher: Who would like to interpret the passage?
Kathy: Well, it tells us about the immigration of
non-Western Jews to Israel, and predicts that
they will soon outnumber the European or Wes-
tern Jews. I am not sure of this, but the
author seems to be saying that as Israel's
people become more Oriental so will Israel,
and that this will help the country fit into
the Middle East better.
Steve: I think this is a terrible passage.
Teacher: Why so?
Steve: Because it is wrong.
Teacher: Why?
Steve: Well, for one thing, how can Israel fit into
the Middle East if the Arabs do not want it
to happen? Maybe the author thinks they
should become Arabs.
Randy: Also, as far as I know, the Arabs are having
a great deal of trouble Westernizing. Why
should Israel become like them? That would
be a step backward for Israel.
Helen: Well, maybe the author means that Israel
should develop its own special brand of life
that combines Western life with that of its
Arab neighbors.
Steve: That might be, but she does not really say
so. She says that as Israel becomes less
Western, the better it will become a part of
the Middle Eastern way of life.
Bob: I have something to add. (Pause). How can
Israel fit in with its neighbors if they are
at war with her? That is pretty hard to do,
isn't it?
Mary: What is Israel supposed to fit in with?
Since we have been studying something about
the Middle East, I know that all of those
neighbors of Israel are not the same at all.
Lebanon, I think, is more Christian than
9Moslem; whereas most Arabs are supposed
to be Moslem. What exactly is Israel
going to fit in with? (Joyce & Weil,
1972).
The events described might assert to an observer that the teacher
was becoming more responsive to students while teaching and encour-
aging student participation in order to facilitate learning.
In another classroom, or the same classroom at a different
time, the class may be busy at seatwork: Worksheets and book
assignments providing a series of individual learning tasks. In
the situation that follows, students are working on a programmed
English activity (Sullivan, 1963).
1. Words are divided into classes. We call the
largest class nouns.
Nouns are a class of
.
words
2. In English the class of words called nouns
is larger than all the othe v’ of classes
words combined.
3. We call the largest class of English words
nouns
4. You will learn a number of ways to recog-
nize and to use the class of words
called nouns.
5. The words in a class are all alike in some
way. All the members of the of class
words called nouns have characteristics in
common.
6. You will see that nouns occur in special
positions in English sentences. Any word
that occurs in a noun position must be a
noun
7.
Any word which fits the blank in the sen-
tence, "I saw the occurs in
10
a noun position.
Can the word DOG occur in a noun position? yes
8. Any position which is occupied by a noun
in English is part of a NOUN PATTERN.
"I saw the ( noun )
.
"
This entire sentence is a noun
pattern.
9. When a word occurs in the noun position
in a noun pattern, we say that it fits the
pattern. noun
10.
When a word fits a noun pattern, we say
that it FUNCTIONS as a noun.
A word which does not fit a noun pattern
cannot as a noun. function
In this classroom, the emphasis is on programmed instruction.
The main stimulus comes from the curriculum and the reinforcement
comes from the knowledge of the correct or incorrect status of the
response (Joyce & Weil, 1972).
Human i iteraction in this classroom is limited. At times the
teacher uses total class discussion to explain a problem when a
substantia l proportion of the class can benefit. If some students
become bored, misbehave, or disturb others, the teacher intervenes
promptly with directions, occasional reprimands, or changes the
seating arrangements. At other times, the teacher calls the atten-
tion of the class to work well done and praises progress only when
appropriate. There is a strong element of teacher control and
students respond only to the teacher's initiative.
Just as in the first scene, the activities seem to follow a
purposeful strategy of teaching and learning. However, there are
wide differences in the quality of human interaction, as well as
11
wide differences in the instructional and nurturant effects of these
strategies.
This is where the philosophy and methods of Paulo Freire take
meaning in the classroom. His pedagogical process emphasizes
dialogue and collaborative problem-solving less because it would be
an efficient way to teach content (although many of us believe that
it would be) than because it would be likely to nurture later demo-
cratic behavior and citizen involvement and give an opportunity
to instruct citizens in democratic skills.
After six years of positive informal results, the Social
Literacy Training Institute seeks empirical evidence that becoming
more responsive to students while teaching and encouraging student
participation does improve the quality of classroom instruction.
School Desegregation and the Freirian Process
In 1954, the Brown v. Board of Education of Topeka decision of
the Supreme Court described an equitable educational process as one
in which a student of one racial group is able "to engage in discus-
sion and exchange views with another student." Obviously, racial
segregation prohibits this kind of exchange between Black and white
students so that one aspect of the Court's rationale was to
declare
it to be unlawful to thus segregate students in public
education
(Willie, 1976).
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Aftei a decade and a half of school boards' evasion and delay,
the Supreme Court (with some exasperation) said in 1968 that unless
a desegregation plan actually eliminated racially identifiable
schools, such a plan would not be deemed in compliance with Brown
(Green v. County School Board of New Kent County, 391 U. S. 430
(1968)). A few years later, it affirmed the validity of a plan in
Charlotte, North Carolina, requiring the transportation of students
to distant schools in order to achieve percentages of students in
each school approximating the racial percentages in the district as
a whole (Swann v. Charlotte-Mecklenburg Board of Education, 402
U. S. 1 (1971)).
The isolation of students by race has increased. Some indices
of segregation include the "push-out" of Black students on disciplin-
ary grounds, their resegregation via tracking and teaching programs
and the perpetuation of the achievement gap reflecting inefficient
schooling (Bell, 1976). Civil rights lawyers refer to these
resulting problems of desegregation as "second-generation" desegrega-
tion problems. The second generation extends roughly from 1966
through 1972. The key cases in this period present a variety of
problems which are intended to provide a sampling of the tactics
school boards are using to evade or dilute school desegregation
orders.
The Federal law on school desegregation since 1954 separates
into three categories of desegregation problems. First-generation
13
problems are directed at overt segregation by race
. Second-generation
problems are directed at overt segregation by grouping
. We are now
entering the third generation of school desegregation problems.
Third-generation problems are directed at overt segregation by
qua! i
t
y. Federal courts are seeking to link educational effective-
ness with the Brown mandate. The courts and the public are now
placing major emphasis on improving the quality of public education
(Dentler, 1975).
The third generation extends roughly from 1975 to possibly the
1980' s. The key cases in this period represent a sampling of well-
planned, comprehensive improvements in public education accompanying
the desegregation order.
After the remedial order of June 5, 1975 in Morgan v. Kerrigan ,
every Federal case concerning school desegregation will be more than
a "race case."
Every case will be a case involving detailed
educational planning to insure equal protection
under the law. Equal protection will be seen
to involve the provision of public instruction
that is improved . To improve means to bring
to a more desirable or excellent condition for
meeting the learning needs of all children.
School desegregation is, after all, a symptom
of failure to serve the whole public and fail-
ure to serve all chi ldren--whi te, black, and
other minori ties--effecti vely (Dentler, 1975).
Courts in Boston, Denver, Atlanta, and St. Louis have also
ordered
educationally-oriented relief either as a supplement to or a sub-
st i tu te for racial balance and bussing.
14
As legal battles over desegregation subside, the educational
problems only begin. Teaching effectiveness within the context of
recently desegregated schools involves the qualitative solution to
problems of human interaction, attention and learning time. Social
Literacy may be one tool in helping improve the quality of education
in our schools.
Statement of the Problem
The purpose of this study is to document the effects of Social
Literacy Training on teaching effectiveness, as measured by teacher-
student interaction, in selected recently desegregated urban junior
high schools in New England. It is hypothesized that the selected
desegregated experimental classrooms will show a greater increase
in the quality of teacher-student interaction than the selected
desegregated control classrooms, as measured by the Flanders System
of Interaction Analysis (FIAC) measure and the Mutually Agreed-Upon
Learning Time (MALT) measure. Using these measures, it is predicted
that there wi 11 be:
Hypotheses related to teacher behavior:
Hypothesis 1 - Increased use of indirect teacher talk
in the experimental classrooms.
Hypothesis 2 - Increased use of direct teacher talk in
the control classrooms.
Hypotheses related to student behavior:
Hypot hesis 3 - Increased use of student talk in the
experimental classrooms.
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Hypothesis 4 - Increased time spent by students
attending to instructional material
(MALT) in the experimental classrooms.
Hypothesis 5 - A high positive relationship between
indirect teacher talk with students
attending to instructional material
(MALT).
Hypothesis 6 - A positive relationship between
student talk with attention to
instructional material (MALT).
Significance of the Study
Post-desegregation issues are just beginning to surface.
Issues of educational effectiveness are finally being examined
because educators are moving beyond the physical mixing of races to
improving the quality of public education.
The Social Literacy Training Institute, guided by the ideas of
the noted Brazilian educator Paulo Freire, designed an innovative
collaborative problem-solving appraoch directed at the improvement
of public education in recently desegregated urban schools.
Since 1971, the work of Paulo Freire has intrigued educators
around the world. He is most noted for his distinctive literacy
approach that enabled adults to learn to read in thirty to forty
hours. However, the Freirian approach is designed to go
beyond the
mere mechanics of reading, to the development of productive
critical
consciousness. For Freire, complete literacy occurs only
when
individuals can accurately read the written word and
their place m
nature, time and society.
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A summary of research efforts over the past ten years indicates
that the pedagogy of Paulo Freire, though widely applied, has not
been empirically tested on any dimension. However, the applications
that do exist demonstrate that this approach has increased literacy
in its full breadth ( Malancharuvil , 1973; Laosa, 1975).
This evidence prompted the Social Literacy Training Institute
to use Freire's philosophy and methods to develop a program that
would improve teaching effectiveness in selected recently desegre-
gated urban schools. Teaching effectiveness is defined as a process
which enables students to learn, to initiate, and to interact for
the betterment of themselves and the group.
This dissertation will report the empirical findings of a
study conducted in a recently desegregated urban school system in
New England to determine whether the Freirian approach increases
teaching effectiveness.
The Plan of this Study
This chapter has provided an introduction to the study, a
discussion of the background, the history and nature of Social
Literacy Training as implemented at the University of Massachusetts
in Amherst in collaboration with an urban school system in New
England. It has also discussed third-generation desegregation
school problems as a way of providing a context for the central
focus of this study.
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Chapter II reviews the pedagogy of Paulo Freire. It offers
biographical information, a brief discussion of the basic philosophic
ideas behind his approach, a detailed description of his conscious-
ness-raising concepts and a presentation of his methodology.
The Freirian method and its relationship to teaching effective-
ness is examined. Emphasis is placed on Freire's Domesticating and
Liberating Education concepts. This chapter also discusses third-
generation desegregation school problems as a way of providing a
context for Freire's ideas and methods.
Chapter III discusses the methodology of the study and the
procedural steps of the method of inquiry are presented. Decisions
concerning selection of the sample, evaluation instruments, and the
method of inquiry are discussed.
Chapter IV presents the results of the study. Results for each
of the six hypotheses are presented separately with the appropriate
tables. Mutually Agreed-Upon Learning Time (MALT), the Flanders
System of Interaction Analysis (FIAC) and the correlation of
measurement data are the results presented.
Chapter V discusses the results of the study as they relate to
the six hypotheses. Conclusions and implications of the findings
for further research and practice are explicated.
The Appendices include a document describing the history of
the Social Literacy Training Institute, the nature of Social Literacy
Training, and a description of the 1976 Social Literacy Summer
Training Institute. This section also
classroom observational forms, and the
videotaping used in the study.
includes a sample of the
instructions for the
CHAPTER II
REVIEW OF THE LITERATURE
This chapter presents Paulo Freire's approach to literacy.
It offers biographical information, a brief discussion of the basic
philosophic ideas behind his approach, a detailed description of
his consciousness-raising concepts and a presentation of his
methodology.
The Freirian method and its relationship to teaching effective-
ness is examined. Emphasis is placed on Freire's Domesticating and
Liberating Education concepts. This chapter also discusses third-
generation desegregation school problems as a way of providing a
context for Freire's ideas and methods.
Emphasis is placed on Freire's consciousness-raising concepts
translated into concrete behavioral components. The conceptual
framework presented here is influenced by the collaborative work of
Alfred Alschuler (1975) and William Smith (1975). The main purpose
of their work was not to categorize behaviors but rather to present
a conceptual framework that has the potential of making people aware
of how behavior affects one's life.
Alfred Alschuler and William Smith developed an objective method
of assessing the stage of an individual's or group's literacy. William
Smith's doctoral dissertation "Conscientizacao: An operational defini-
tion," was developed in rural Ecuador as part of a non-formal education
project and has been applied successfully to consciousness-raising
groups in the U.S.
.
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Social Literacy, a process of making people critically aware
of their existential situation, was not a concept developed by the
Social Literacy 1 raining Institute, but rather was developed by
the Brazilian educator Paulo Freire as conscientizacao
.
The Pedagogy of Paulo Freire
Biographical sketch . Paulo Freire was born in Recife, Brazil
in 1921, of a middle class family, which later came to be bankrupt
during the Depression of the Thirties. The acute poverty that he
experienced in those years caused him to fall behind in elementary
school and to be labelled as "mildly retarded." Hunger, he now
says, was the true cause of his retardation. This initial delay in
school was rapidly made up, once the family's situation improved.
However, his early childhood experience with poverty was to leave a
profound impression on him, one that would be associated with his
later commitment to fight the causes of poverty.
Paulo Freire attended the University of Recife where he studied
law and philosophy. Upon graduation, he worked for several years as
a labor union lawyer. He soon became involved in the Popular Culture
Movement, and his experiences there influenced him to become an
educator. Here he organized and personally took part in adult
education seminars for the slumworkers of the unions.
Working with others, he developed the Conscientizacao Method
for teaching illiterates. This method was destined to meet with
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tremendous success. The purpose of the method was to teach reading
while preparing them for responsible political participation.
Illiteracy had kept the people "marginal" to the mainstream of
society. Consequently, they saw themselves as powerless over their
own being and their environment. Freire wanted the poor to see
their potential and actual power--power that they could use to
transform their situation.
To do this, Freire created a method directed at increasing the
critical awareness of individuals. The method included discussions
stimulated by visuals and schematic representations by which people
in "culture circles" rather than in traditional classes learned how
to read and write the conventional idiom by exploring such themes as
nationalism, development, illiteracy, and democracy. Literacy teams
would go into a community and spend time with the people, helping
them to understand the words and the themes which were important to
them. Literacy teams would then use these words for teaching them
how to read. The teams drew the people into the process of learning
by using their human experience as valuable educational content.
The leaders hoped the groups would learn how to read while raising
class consciousness.
The Conscientizacao Method first gained international recognition
in the early 1960 s when it became known that this approach
was teaching
people how to read at a remarkable speed--in six to eight
weeks.
Eighty percent of the participants had become functionally
literate.
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Based on these results, the Brazilian government sponsored a massive
national literacy campaign, until the government realized the deeper
implications of Freire's literacy training, the program was well
financed.
Despite the success of his efforts, Freire was jailed following
the military coup in Brazil in 1964 and eventually asked to leave
the country. Freire's literacy approach was probing too deeply into
the political dimensions of reading.
When Freire left Brazil, he went first to Chile, where he worked
in adult education with the Chilean Institute for Agrarian Reform and
UNESCO, then traveled to the United States, where he worked as a
consultant to Harvard University's School of Education. After some
time, he joined the Office of Education of the World Council of
Churches in Geneva. Freire now travels frequently, setting up
educational programs in different areas of the world, most recently
in Angola.
The nature of 1 i teracy . Existential philosophy was an inherent
part of Freire's theory. He focused on two existential assumptions
as they relate to education.
The first of these was that life was a process by which
Man
tried to create meaning through making choices. For
freire, life
had no implicit meaning or intrinsic value. Each
person had to make
life meaningful, had to give a purpose to life.
To do this, a person
had to intentionally make choices. Choosing is
an active process, one
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of intentionally making decisions based on awareness (May, 1969).
Making a meaningful life by making intentional choices means that
a person is living a responsible life. The intentional person is
taking responsibility for making choices and for the consequences
of those choices. As Peris (1969) pointed out, each individual
must learn to take responsibility for making choices. Freire's
works echoed parallel ideas.
Freire emphasized that a person's options at every moment
were limitless, infinite. For example, the reader could choose,
right now, to go to the airport, fly to a totally new place, and
never be heard from again; or, in the next moment, the reader could
choose to scream or eat ice cream. It may be true that some of
these choices are not very "responsible;" however, that does not
invalidate them, or make them "non-choices." From Freire's perspec-
tive, it simply makes them available choices which the person
considered unreasonable.
Freire saw the wide range of choices available to Man. He saw
that, though choices were limitless, most people functioned as if
they were in fact limited. This limiting world view constrained
people to a dependent status. He stated that some were dependent on
God or Good Luck, while others were dependent on the benevolence
of
the patron or the "just system" for support and security.
Freire observed that the people's inability to read their
situation accurately kept them at the mercy of society.
He wanted
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them to become socially literate readers. That is, he wanted them
to learn how to read words and actions and attribute meaning to
both. Freire believed that if people were to read their situations
accurately, they would see that their options were limitless and
that they had the power to create any reality they chose.
Literacy in Freire' s world took on a metaphysical significance.
By provoking the power of the word, literacy provided the person
with the power to name the world as it was. For example, it is one
thing to call an administrator a manager. It is another thing to
call him or her a controller. Both names correspond to separate
visions of reality, but the second vision implies that the reality
must be changed.
Freire wanted people to make a conscious choice to explore their
lives, to structure time in order to examine their situation objec-
tively, and to actively work to increase control over their lives and
environment. For Freire, the degree to which men and women acted and
reflected in their environment was the degree to which they were
fully human. He believed that education must encourage and enable
people to take responsible risks, to initiate behavior and to make
wise, considered choices, for the betterment of themselves and the
group.
The second existential assumption basic to Freire' s
thought was
that people were whole beings, valued for their total
experience and
not just for their rational nature. An integral part of
existential
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belief is that one's affective nature is equally important as one's
cognitive nature. People achieve their greatest potential through
active participation in life and by making choices based on both
rational thought and affective experience. Education, then, must
attend to inner experience and affect as well as help the individual
build a foundation of rational, external knowledge.
Making responsible choices that give meaning to life can best
be accomplished when one values and uses one's rational, information-
acquiring abilities in concert with one's affective, inner-experiencing
abilities. It is reasonable to expect that education based on
existential principles encourages the student to take initiative by
making responsible choices; these choices lead to action, and,
ideally, to a behavior change.
Freire believed that the purpose of education was the development
of skills for participation in democratic social processes through
combined emphasis on interpersonal and social (group) skills and
academic inquiry. Writing about the oppressed, he stated: "In
order for the oppressed to be able to wage the struggle for their
liberation they must perceive the reality of oppression not as a
closed world from which there is no exit, but as a limiting situa-
tion which they can transform" (Deleon, 1977). Ihis refocus,
political in nature, is why Freire is so revolutionary.
Freire theorized that literacy is more than simply learning how
to read and write the conventional idiom. It is a much broader
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problem-solving process involving naming problems, analyzing the
causes, and acting to solve the problems. In this context the terms
naming, analyzing, and acting assumed a specific set of meanings. A
problem was named when a person presented a brief problem statement
in the form of behavior patterns. It was analyzed when the problem
was expressed in terms of conflicting rules and roles, and it was
acted upon when individuals, working with those affected by the
problem, developed a satisfying solution to the problem. Naming,
analyzing, and acting were components of a successive problem-solving
cycle. This cycle illustrated an individual's or a group's capacity
to act, learn, reflect and act again with increased awareness and
skill on continuously different levels.
The sta ges of literacy . Freire, through his work in the slums
of Recife, Brazil, began to conceptualize a process of consciousness-
raising leading toward liberation and toward what he referred to as
"more complete human-ness" (Freire, 1973). Ihe product of this
process he called conscientizac ao, or a degree of critical conscious-
ness, through which an individual was able to look into a situation
and see solvable problems (problematizing) and by having a sense
that
the situation had not always been the way that it was
(historicity)
and that through problem-solving (acting-reflecting) it
could be
changed; people came to be in relative control of
their lives and
their environment.
Freire described conscientizacao as an
acting-reflecting process.
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People increased their control of situations by moving through three
developmental levels of critical consciousness. Facilitating the
progression through these levels of consciousness was the process
of Education for Critical Consciousness.
Freire had identified three distinct developmental stages in
the way that people named, analyzed, and attempted to solve problems:
magical, naive, and critical consciousness.
Magical Consciousness
Individuals at this level were "submerged" in reality. They
were trapped by the "myth of natural inferiority." Smith (1976)
stated, "It is this sense of impotence which prevents individuals
from naming their problems in dehumanizing terms, which ties them
to magical explanations, and which limits their activities to
passive acceptance. Rather than resisting or changing the reality
in which they find themselves, they conform to it."
Naming . Basic survival problems were characteristic of the
naming aspect of Magical Consciousness. At this level, individuals
either overtly denied that they had problems, or they avoided problems
by locating them in another time or place. On occasion, individuals
at this level were able to say that they had problems but these
problems were defined in terms of physical or biological survival.
Anal yzing . This aspect of Magical Consciousness was characterized
by two basic orientations: attributing facts to superior
powers in
order to explain why things were as they were and a
simplistic view
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of causal relationships. The causes of problems seemed magical: fate,
chance, luck, "times" or God were the most frequent explanations given.
Acting . Little if any action was taken to change their situation.
Living with the situation, resignation, passive acceptance and waiting
for some external force to come and change things categorized this
stage. Everything was seen as correct, no matter how painful the
situation was. At this level, individuals deferred control of
their lives to the inevitable facts of life.
Naive Consciousness
The move from Magical to Naive Consciousness was a move from
conforming to the inevitable facts of life to reforming individuals
who deviated from their expected or ideal roles. The implicit naive
assumption was made that if individuals reformed, everything would be
fine because the system of roles and rules was basically sound.
Naming . The naive individual saw the ideal system (the school,
the church, the government) as a provider, a source of support with
norms and rules governing its conduct. Problem statements took the
form of deviations from ideal expectations and referred to an
individual or group of individuals, but never to a system.
Analyzing . Individuals simpl istical ly blamed themselves
or they
blamed a specific individual or group. Though individuals
have inter-
nalized the system of roles and rules, they knew that
injustices
existed. However, understanding did not go beyond
blaming individuals
They failed to see that a system of powerful
forces acted together to
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coerce everyone.
Acti
n
g . Individuals at this level strove to mirror the system
in views and behavior. If they saw themselves or others as deviating
from the ideal standard, they were punitive. An alternate strategy
for this group was to try to make the existing system work, to use
the system, rather than transform it, to get what the individual
wanted.
Critical Consciousness
At the third level of consciousness, the issue was transformation
of dysfunctional systems, rather than the reformation or destruction
of individuals. This process of transformation had two aspects:
(1) a personal self-affirmation, and (2) a conscious attempt to
replace inevitable systems with just and flexible ones. At this
level the individual demonstrated a true understanding of himself
and of the systems that affected him.
Naming . This aspect was characterized by a growing sense of
self-worth which allowed individuals to reject ideal role models.
Self-esteem, both personal and ethnic, replaced negative references
to self and peers. Individuals came to focus on the "system."
They
identified specific rules, events, relationships, and procedures
as
the source of the problem. Deviation and deprivation
were not seen
as the exception, but the rule. They were able to
distinguish
between incidents and patterns. Searching for patterns
was
characteristic of this level. Dissimilar to
naive individuals, when
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angered they directed their anger at the policies, norms, procedures,
and laws that were enforced by individuals. They did not direct their
anger at themselves or others.
Analyzing . They saw their problem as caused by unjust rules and
rules that victimized them. They understood how they and others
colluded to maintain dysfunctional systems. They saw that while an
individual's actions may have been destructive, the problem was much
more complex, involving historical tradition, vested interests, and
political power. At this level, the individual saw how he or she was
bound together with others and consequently perceived the need for
group power to combat the effects of injustice.
Acting . At this level, individuals sought out new role models.
Faith in peers was directed at dysfunctional systems, while reliance
was placed on community resources rather than dependence on outsiders.
Accompanying a reliance on community, there was also reliance on self.
Boldness and risk-taking became part of the individual's style. In
this phase, individuals began a self-actualization process which led
to an increased sense of self-worth and peer power.
According to Smith (1975), there were several ways in which
conscientizacao could be visualized (as shown in Figure 1).
Specific
coding categories were divided into one of nine boxes,
each represent-
ing a particular aspect and level of conscientizacao.
Each level was
divided into two sub-levels, labeled
"1" and "2." This chart placed
principal emphasis on the three major levels and aspects
of conscien-
Figure 1
WWV CONSC I ENT 1 7.ACA0 CODING CATEGORIES DIAGRAM
I.
NAMING
WHAT IS THE PROBLEM?
SHOULD THINGS BE AS THEY
ARE?
M
MAGICAL CONSCIOUSNESS
"conforming"
PROBLEM DENIAL
a. overt denial
b. problem avoidance
II.
REFLECTING
WHY ARE THINGS AS THEY
ARE?
WHO/WHAT IS TO BLAME?
WHAT IS YOUR ROLE IN THIS
SITUATION?
III.
ACTING
WHAT CAN BE DONE TO
CHANGE THINGS?
WHAT SHOULD BE DONE?
WHAT HAVE YOU DONE?
WHAT WILL BE DONE?
2. SURVIVAL PROBLEMS
a. poor physical state/health
b. poverty
c. lack of work
d. insufficient work
e. money as end in itself
FACTS ATTRIBUTED TO
SUPERIOR POWERS
a. uncontrollable factors:
GOD/FATE/LUCK/AGE/ETC .
b. fear of oppressor
c. oppressor inevitable winner
d. empathy for oppressor
SIMPLISTIC CAUSAL RELATIONSHIPS
a. blame physical states/poverty/health
b. blame objects over people
c>—
FATALISM
a.- resignation
b. acceptance
2. PASSIVELY PLAYING
HOST TO OPPRESSOR
a. waiting for "good 1
luck/patron
b. dependence on
oppressor
wwv, Con sc i ent i zacao Coding Categories Diagram
(continued)
NAIVE CONSCIOUSNESS jl
N
i
"reforming"
1. OPPRESSED DEVIATES FROM IDEAL EXPECTATIONS
I.
NAMING
a. oppressed not like oppressor
b. oppressed not meet oppressor ' s expectations
c. horizontal aggression/intra-punitiveness
Jr 2. INDIVIDUAL OPPRESSOR DEVIATES
FRom IDEAL EXPECTATIONS
J 1 vINDIVIDUAL: \
a. oppressor violates laws r ' [1
p —Tim b. oppressor violates normsW V me—t— 1
II.
REFLECTING
j
1. PLAYING HOST TO OPPRESSOR'S IDEOLOGY
j
a. accepts oppressor's explanations/expectations (—n-
(education)
b. self-peer deprications f *
c. blames ancestors '
d. self-pity r i
\/ 2 . UNDERSTANDS HOW OPPRESSOR VIOLATES NORMS
a. sees intentional ity by oppressor
r'"T b. sees relationships between oppressed/
oppressor's agents
c. generalizes from one oppressor to another
—
— 1
I
1 1 1
1
I ACTING
fmamafva.a*a»*
1. ACTIVELY PLAYING HOST
TO OPPRESSOR (COLLUSION)
— — p
a. models oppressor ' s behavior
(education/dress/habits)
"
b. misdirected aggression 2. DEFENDING
(horizontal aggression)
(intra-punitiveness) a. gregariousness
c. paternalistic toward peers b. makes system
work
d. meets oppressor's c. avoids
oppressor
j
expectations d. opposes individual |
oppressor
e. change environment f
M ||U | | II M| mi ||y n .I nrm«mn—rm-TTnnTHTi—mrr~riT c. . j.
.
WWV, CONSC I ENTI ZACAO CODING CATEGORIES DIAGRAM vvwv,
(continued)
I.
II.
REFLECTING
CRITICAL CONSCIOUSNESS
"transforming"
1* REJECTION of oppressor/self-peer affirmation
a. rejects modeling oppressor
b. seeks to maintain ethnicity
c. seeks to affirm uniquenessO
>
2. TRANSFORM SYSTEM
a. procedures > people
b. rejects oppressive system
1. UNDERSTANDS/REJECTS OPPRESSOR'S
IDEOLOGY & HIS/HER COLLUSION
a. sympathy/understanding of peers
b . self-critical/sees contradiction
between actions and critical goals
c. rejects horizontal aggression
d. sees oppressor as weak/victim of system
e. rejects oppressor/ideology
UNDERSTANDS HOW SYSTEM WORKS
<>
a
.
b.
c.
d.
SELF-ACTUALIZING
sees system as cause
sees contradiction between
rhetoric and results
macro/socio-economic analysis
generalizes from one oppressive
system to another
seeks appropriate role models
personal/ethnic self-esteem
self-growth/transforming learning
subject/actor
faith in peers/ 2 .
peer learning
boldness/risk-taking/
unorthodox solutions
reliance on community
resources/participa-
tion
TRANSFORMING THE SYSTEM
polemicsa. dialogue >
b. comradeship
c. scientific approach
d. change norms/laws/
procedures
Reproduced from The Meaning of Conscienti zacao: The Goal of Paul
o
Freire's Pedagogy , with the permission of the author,
william
A. Smith.
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tizacao and was particularly helpful in labeling specific coding
categories as to level and aspect. Its principal drawback was that
it oversimplified the developmental process.
The Conscientizacao Development Diagram (as shown in Figure 2)
gave the reader a better sense of the fluid nature of conscientizacao
development. The chart was divided into the basic aspects and levels,
but no specific coding categories were presented. Emphasis was placed
on showing how conscientizacao growth took place. The arrows
indicated movement from magical to critical.
Literacy training . Freire, in his writing, described the con-
crete application of his method (Freire, 1973). He started his work
in Brazil in the 1950s with what is called "circles of culture." In
these circles there was a "debate coordinator" instead of a teacher,
and instead of a discursive class there was an on-going dialogue
(Freire, undated). The people themselves chose the topics to be
discussed and included such things as nationalism, development,
illiteracy, and democracy.
Since the group could not read, ideas were introduced on
the
graphic representation they could understand--pictures.
Because
these participants were given the chance to express
their real know
ledge and were not demeaned by their inability to
read, they were
able to recover their eagerness for learning
to read (Brown, 1974).
In Brazil, illiterates were not seen as
capable of responsible
political participation. Their illiteracy kept
them "marginal" to
CONSCIENTIZACAO DEVELOPMENT DIAGRAM
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the mainstream of society--a marginal ity that, at best, was considered
regretable, and at worst, as the illiterates' own fault. People con-
sidered their illiteracy as a self-imposed exclusion from society with
roots in their laziness, lack of enterprise, and so on (Freire, undated).
Freire sought to eliminate illiteracy for both social and
political reasons. He wanted to create a literacy campaign that
taught more than how to read and write the conventional idiom. He
examined traditional adult literacy classes and found that they used
primers, as if those being taught were children. The content of these
primers, in both words and pictures, could not be more alien to the
learners' world.
Freire' s intention was to create a program that paid attention
to the world that the illiterates lived in. A program that would
teach students how to read not only words but actions, a program
that would allow them to see personal and social options as limitless,
and, ultimately, a program that would increase their ability to
transform their place in nature, time and society.
Freire's literacy training program consisted of four phases:
entry, naming, analyzing, and solving.
Phase 1: ENTRY . Entry, the first phase of the Paulo Freire
method was a study of the context in which the illiterates lived.
This helped to determine both common vocabulary and the
problem
issues around which the processes of reflection and action
could
develop. Freire's literacy teams would go into a
community and
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spend time with the people to understand the words and the themes
that were important to them. They would discover these words just
by listening very attentively to what people talked about most
frequently. In Tiriri, an agricultural colony in the city of Cabo,
Brazil, words like tijolo (brick), voto (vote), cacimba (well),
feira (market), were common to most vocabularies. In the state of
Rio, a rural area satellite to the city of Rio de Janeiro, words
like favela (slum), batuque (popular dance with African rhythms),
tralbalho (work), riqueza (riches, wealth), profissao (profession),
were common to most vocabularies. Becoming familiar with these
common words was the first step taken by the literacy teams who
sought to understand the group's language, thoughts and actions.
Phase 2: NAMING . Naming, the second phase, involves the
selection of words from the common vocabu’ary. Three criteria
governed this choice:
1. The words included the basic sound of the
language;
2. The vocabulary, when organized, enabled the
people to move from simple letters and sounds
to more complex ones; and,
3. The words were chosen for their potential
capacity to confront the social, cultural,
and political reality (Sanders, 1968).
Freire believed that adults could learn to read with ease
words
that were highly familiar and meaningful to them.
Freire chose
socially charged words because of their capacity to
provoke discus-
sion and engage students in problematizing their
existential situation
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An example of a word list used by Freire or by literacy teams using
his process follows (Brown, 1974):
List used in Cajuerio Seco, a slum in Recife
ti jolo brick
voto vote
siri crab
pal ha straw
biscato odd job
cinza ashes
doenca illness
chafariz fountain
maquina machine (sewing)
emprego employment
engenho sugar hill
mangue swamp
terra land, soil
enxa da hoe
classe class
Freire called these words generative in the double sense that the
words generated among illiterates impassioned discussions of the
social and political realities of their lives. In Freire's words,
they engaged the learners in problematizing their existential
situation (Brown, 1974).
Phase 3: ANALYZING . Analyzing, the third phase of the method,
developed teaching materials of two types. One type was a set of
cards or slides which broke down the words into parts for pictorial
representation of situations, related to the words, and were designed
to impress on the learners' images of the words, while stimulating
their thinking about the situations that the words implied.
Freire had a series of pictures drawn by an artist that were
used to stimulate discussion about nature and culture,
about men and
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animals, and about culture in the lives of people. The artist
painted a series of ten pictures.
Brown (1974) stated that:
Freire believed the ideas represented by words
must be critically discussed before the words
themselves were analyzed as graphic symbols...
For example, for the word tijolo (brick) a pic-
ture was shown first without the word tijolo.
The second picture, showing the construction
scene together with the word tijolo, was intro-
duced only after the group had discussed building
with bricks, their own houses, housing as a com-
munity problem, obstacles to better housing, and
whatever other topics were generated. In the
third picture or slide the word tijolo appeared
alone.
In this same manner, pictures were prepared for each of the words,
in order to ensure full discussion of the significance of the words
before any linguistic or graphic analysis was made (Brown, 1974).
The key to the successful implementation of the method was
the coordinator, who did not teach but tried to promote self-discovery
in the other participants through exploring the dimensions of the
pictures.
Phase 4: SOLVING . Solving, the fourth phase of the method led
to collaborative action to resolve the conflicts. Actions took
two
directions: toward self-actualization and toward the transformation
of dysfunctional systems. Deliberate attempts were made
to locate
new information; reading, discussing, traveling
took on new
importance. Reflection and action became interdependent,
a constant
cycle of thinking and doing designed to improve
the accuracy of
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understanding.
In this phase, individuals began a process of seeking new role
models, relying on self and community resources, boldness, risk-taking
and independence. This new approach to problem-solving, an approach
in which dialogue with peers replaced polemics, allowed the individuals
to formulate actions from which true transformation could have resulted
if Freire's work had not been abruptly terminated by Brazil's 1964
military coup.
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The Freirian Method and Teaching Effectiveness
In this section the Freirian Method and its relationship to
teaching effectiveness is examined. Emphasis is placed on Freire's
Domesticating and Liberating Education concepts. Teaching effec-
tiveness is discussed as a process of human interaction which enables
students to learn, to initiate, and to interact for the betterment
of themselves and the group. This pedagogical process relies on the
ability of the teacher to communicate humanly and to facilitate this
type of communication among group members. Freire's method is based
on dialogue. He uses dialogue specifically to mean a horizontal
relationship between people that is nourished by love, humility, hope,
faith, and trust. He contrasts dialogue with anti-dialogue which
involves a vesical relationship and is intrinsically loveless,
arrogant, hopeless, mistrustful, and acritical. Freire (1973) says
that anti-dialogue does not communicate, but rather issues communi-
ques. He emphasizes that only dialogue maximizes learning, as well
as, facilitates movement through the levels of consciousness.
According to Freire, facilitating progression through the levels
of
critical consciousness is the ultimate aim of education.
Conscientizacao , usually translated as critical
consciousness,
encourages teachers and student to analyze their
reality in school,
to become more aware of the constraints on
their school lives, and to
take action to transform their situation.
Freire states that educa-
tion is either domesticating or liberating.
Education teaches
people either to be critical and free of
constraints or to be
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acri ti cal and to accept things as they are. If education is to
be liberating, then it must be part of a process of conscientizacao
.
Domesticating education
. In acritical classrooms the teacher
is seen as a depositor of knowledge. Deposits of information and
ideas are made into empty receptacles (students). The teacher is
the initiator and controller of the content, of the norms, and of
the intellectual structure in the classroom. Through lectures,
teachers form concepts, interpret data, and apply principles for
students. Teachers control through their position and instructional
material. Students' actions are limited to receiving, filling and
storing of deposits (information and ideas) and accepting their
ascribed "ignorance" (Freire, 1973).
In these classrooms, the teachers' actions appear to be guided
by a distinct set of implicit rules:
(a) the teacher teaches and the students are
taught;
(b) the teacher knows everything and the students
know nothing;
(c) the teacher thinks and the students are
thought about;
(d) the teacher talks and the students listen—
meekly;
(e) the teacher disciplines and the students are
disciplined;
(f) the teacher chooses and enforces his choice,
and the students comply;
(g) the teacher acts and the students have the
illusion of acting through the action of the
teacher*
(h) the teacher chooses the program content, and
the students (who are not consulted) adapt to
(i) the teacher confuses the authority oi knowledge
with his own professional authority, which he
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sets in opposition to the freedom of his
students; and
(j) the teacher is the Subject of the learning
process, while the pupils are mere objects
(Freire, 1973).
These implicit rules become the criteria by which social relation-
ships are established, materials are selected, content is outlined,
instructional procedures are developed, tests and examinations are
prepared and all social and instructional problems are resolved.
Freire points to the narrative character of these classrooms.
Narration includes:
(1) Expressing or lecturing about own ideas or
knowledge.
(2) Giving directions or orders.
(3) Criticizing or deprecating pupil behavior with
intent to change it.
(4) Justifying his own position or authority
(Flanders, 1971).
The teacher is the narrating Subject and students are trained to
respond as objects. That is, to passively accept the "inevitable
facts of life" (Smith, 1975).
The content selected by the Subject for the objects is usually
on a topic completely alien to the existential experience
of the
students. The acritical teacher impressed by the large body
of
knowledge collected over many thousands of years, selects
basic
learning only from the past. The past almost always
dictates the
present.
Teachers in acritical classrooms project an absolute
ignorance
onto students. They view students as empty
containers that need to
be filled with their content. They believe
that if students were
allowed to air their own shallow and superficial ideas, it would
take too much time away from the lesson. Dialogue is seen as an
inefficient teaching method.
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Ausubel feels that the continuous use of
inquiry-oriented strategies would be ineffi-
cient because it would consume so much time
and involve so many false steps. In addition,
he feels that if learners were allowed to air
their own ideas, many of these ideas will not
be efficient (Joyce and Weil, 1972).
As a consequence of these attitudes and practices, acritical educa-
tors believe that learning needs to be organized as "reception
learning" (Ausubel, 1965). That is, situations where the student
is the receiver of information and ideas and the teacher is the
depositor.
For Freire, education is more than an act of depositing
knowledge and ideas detached from reality into depositories (stu-
/
dents). The teacher's task is to communicate not issue communiques.
The students' task is to learn by initiating and interacting with
others around e xperienced content not to receive, memorize and repeat
someone else's experience. This act of depositing into depositories
is what Freire terms the "banking concept of education.
Freire
emphasizes that the banking concept does not facilitate movement
through the levels of consciousness, it serves only one
function-
justification of the teacher's existence in the classroom. Smith
(1975) supports Freire's (1973) observation that
in acritical
classrooms, the teacher's primary function is to
dominate students,
to ignore their rights, and to reduce the
free interplay of difference
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Narration turns students into empty receptacles to be filled
by teachers. In acritical classrooms, the more completely teachers
fill the containers the better a teacher s/he is and the more meekly
the receptacles permit themselves to be filled, the better students
they are (Freire, 1973).
Liberating Education :
If I am not acting as my Father would, do not
believe me. But if I am, accept the evidence
of my deeds, even if you do not believe me, so
that you may recognize and know that the Father
is in me and I in the Father.
John 10: 37, 38.
You call me "Master" and "Lord," and rightly so,
for that is what I am. Then if I your Lord and
Master, have washed your feet, you also ought
to wash one another's feet. I have set you an
example: you are to do as I have done for you.
John 13: 13
This is my commandment: love one another, as I have
loved you. There is no greater love than this,
that a man should lay down his life for his friends.
John 15: 12
In critical classrooms the role of the teacher is to bring stu-
dents to an awareness of themselyes, of others, and at its most
profound level, to an awareness of their Transpersonal Self (Assagioli,
1976). Transpersonal psychology is concerned with:
metaneeds, ultimate values, unitive consciousness,
peak experiences, ecstacy, mystical experience,
B(e r.g) values, essence, bliss, awe, wonder,
self-actualization, ultimate meaning, transcend-
ence of the self, spirit, sacralization of every-
day life, oneness, cosmic awareness, cosmic play,
individual and species-wide synergy, maximal in
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interpersonal encounter, transcendental phenomena,
maximal sensory awareness, responsiveness and
expression; and related concepts, experiences,
and activities (Assagioli, 1976).
Unlike acritical teachers, the humanist teacher is grounded in
certain philosophical assumptions about reality and man's relation-
ship to the world that influences his or her life choices. The
humanist teacher assumes the innate goodness of man, the inevitability
of human progress, and the inherent alterability of situations. To
prepare students for participation in this dynamic world, teachers
create learning activities that are directed at increasing academic
competence, as well as developing the critical consciousness of stu-
dents. These activities involve various forms of reading and writing
tasks, games, mind-body exercises, and the use of nature itself, as
a means of assisting students in their critical development. Humanists
believe that critical consciousness is developed and increased
through practice and exercise and as a result their curriculum is
rich with self-enhancing and human relations activities.
In critical classrooms the teacher as exemplar is an essential
aspect of the method. S/he must strive to model compassion,
knowledge,
and intentionality in all that s/he does. Humanists
manifest compassion
in school, when they acknowledge, assist, share
with, support and
love their students, peers and superiors.
Compassion creates an
atmosphere of fellowship among people, one that
allows them to perceive
how their humanity binds them with others.
A person is knowledgeable when they are
perceiving reality
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directly with their senses; when what they respond to is going on
today, not yesterday, not tomorrow, but right now. This kind of
experiential knowledge is different than knowledge based on beliefs.
Believing is a nonexperiential way of knowing what is going on in
the world today. In fact, believing often prevents people from
KNOWING what is actually going on. Misinformation about reality
often leads people to believe that their problematic situation is
unalterable.
A person acts intentionally, when they get from life exactly
What they intended. Freire said that each person must make choices
intentionally. S/he must choose based on awareness. When a person
makes intentional choices s/he is living a responsible life. S/he
is taking responsibility for making choices and for the consequences
of those choices.
Responsibil i ty— to know and act on the principle
that T am the one who acts, thinks and feels
whatever it may be that I act, think, or feel.
No one else or no event influences me except
with my consent (Esalen meeting, 1975).
At the heart of Freire's theory, lies the assumption that the
individual is able to handle his own life situations in constructive
ways. Teachers have to respect students' problem-sol ving
capacity,
and use this relationship to assist them in (1) identifying
problems,
(2) analyzing the causes of the problems, (3)
developing and carrying
out plans for change, and (4) evaluating such
changes. Freire s
problem-solving strategy is not a technique used
independent of values
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that assess the goodness, the virtue, and the benevolence of the
generated solutions. At minimum, solutions have to benefit everyone
who is affected by the proposed plan of action. All Freirian
actions are restrained by an ethical set of considerations that
dictate whether the action is right or wrong. Respect, compassion,
and equity are but a few.
Teachers committed to a liberating education have to work hard
and unceasingly at themselves (Freire, 1973). Critical teachers
know that before they are competent to teach, they have to know a
great deal about the true purpose of education, which although they
may not actually speak to their students, the vision is always present
in their minds. They understand that every life that amounts to
anything begins with a vision, the vision of something that commends
itself as supremely desirable and ultiamtely valuable. Their vision
is to become--a center of pure self consciousness (Assagioli, 1976).
"What am I then? What remains after having
disidenti fied myself from my body, my sensations,
my feelinngs, my desires, my mind, my actions? It
is the essence of myself-- a center of pure self-
consciousness . It is the permanent factor in the
ever varying flow of my personal life. It is that
which gives me a sense of being, of permanence, of
inner balance. I affirm my identity with this
center and realize its permanency and its energy
(pause)
"I recognize and affirm myself as a center of
pure self-awareness and of creative, dynamic
energy. I realize that from this center of true
identity I can learn to observe, direct, and
harmonize all the psychological processes and
the physical body. I will to achieve a constant
awareness of this fact in the midst of my everyday
meaning and direction to my life" (Assagioli, 1976).
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Outwardly, when critical teachers are teaching, very little is
different, but inwardly, they are entirely different from their
acritical peers. Critical teachers are self-conscious most of the
time. They are continuously aware of themselves, of others, and of
their environment. They are constantly aware of how their choices
either humanize or dehumanize them and others. They are responsible,
and take full responsibility for all of their choices, and the con-
sequences of those choices. Peris (1969) said, "take responsibility
for your every thought, your every feeling, your every action;"
critical teachers strive for that kind of responsibility.
The Freirian Method and teaching effectiveness . Classroom
interaction is more than a matter of the teacher "depositing know-
ledge" and students receiving it, or of the teacher asking questions
and the students answering them. Learning does not occur merely
because of what the teacher does, but rather as a result of what
teachers and students do together (Furth and Wachs, 1974).
Teachers, too, come to school with certain beliefs about them-
selves as teachers, others, and beliefs about their students, that
affect the way they behave in the classroom (Gordon, 1974). Some
teachers are eager to participate with students, others are cautious
about participating, while others are determined not to participate,
but to impose their curriculum on the group (Ernst, 197?).
When student come to school they bring with them certain
beliefs
about themselves as students, others, and beliefs about
their
teacher that affect the way they behave in the
classroom (Gordon,
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1974.) Some students are eager to participate in learning activities,
some are cautious about participating, while others are determined not
to participate, and are equally as determined to impose their curricu-
lum on the group (Ernst, 1972).
Teachers and students both know that the imposition of anything
leads to resistance. Yet teachers and students continue to impose.
To achieve harmony, agreement, congruity, and symmetry of goals,
teachers and student must be willing to move from the imposition of
roles, rules and responsibilities, to the collaborative creation of
them. Freire (1973) emphasized the use of a collaborative teaching-
learning style less because it would be an efficient way to teach and
learn content than because it would be likely to nurture later demo-
cratic behavior and citizen involvement and give an opportunity to
instruc t teachers and student iri democratic skills.
A classroom is structured democratically only when it allows for
the equal participation of all of its members. What does this mean
to the teacher? It means that teachers and students must share the
classroom. Classrooms cannot continue to be dominated by either
teachers or students. Equal participation means that talking time,
listening time, initiating time, critiquing time, praising time,
and
encouraging time are balanced between teachers and students.
It
means that teachers and students use routine daily
activities such
as record keeping, worksheets, planning classroom
time, and independent
ends in themselves, but as a means to the
development
study, not as
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of skills for participation in democratic social processes. A demo-
cratically structured classoom is organized as a miniature democracy
in which students participate in the development of the social system
and would, through this pari ticpation, gradually learn how to apply
the collaborative method to the perfection of human society. This,
Dewey (1916) felt, would be the best preparation for citizenship in
a democracy.
Classrooms are powerful places. What a teacher does or does not
do can significantly affect the academic achievement of students, their
feelings about themselves as students, others, and their attitudes
toward learning. Research on teaching effectiveness, based on
analyzing verbal interaction in the classroom, supports the findings
that there is a significant relationship between a teacher's behavior
in the classroom and the attitudes of students toward their teacher
and schoolwork (Flanders, 1970).
Clinical work (Gordon, 1974) also supports that there is a signifi-
cant relationship between the actual behavior of students in the class-
room and the attitudes of teachers toward their students and school
-
work. What students do or do not do can significantly affect the
teacher's performance, his or her feelings about themselves as teachers,
others, and their attitudes toward learning.
According to Flanders (1970) the teachers that scored high on
liking the teacher, motivation, fair rewards and punishments,
lack of
anxiety, and independence used a teaching style that
was highly
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participatory. In these classes the teachers accepted and clarified
the feeling tone of students in a nonthreatening manner. They
praised and encouraged creative actions on the part of students, they
accepted and used the ideas of students, that is, they clarified,
built, and developed ideas suggested by them, while bringing their
own thoughts into play; and, finally, they asked questions intended
to elicit responses from students that involved them actively in the
teaching-learning process.
Teachers that scored low on liking the teacher, motivation,
fair rewards and punishments, lack of anxiety and independence used
a teaching style that was distinctly non-participatory. In these
classes students were not allowed too many opportunities to be
actively engaged in the teaching-learning process. Teachers in this
group lectured more, provided more facts, and directed most of the
procedures in the classroom. It appeared as if these teachers were
less willing to allow their students time to think through directions
for themselves. Directions, commands, and orders were issued seemingly
with the intention that students had little choice but to comply.
Additional observation of these teachers also demonstrated that
they
expressed their own ideas more persistently than did teachers
in
participatory classes, and that they used rhetorical forms
of ques-
tions almost exclusively as a way of eliciting
information.
Freire (1973) setting a participatory teaching style
in opposition
with a non-participatory style said that only
a style that enhances the
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equal participation of all its members "truly communicates;" the
/
latter just "issues communiques." Clinical work (Alschuler, et. al
.
,
1976) supports this view. Wolpow (1976) found that teachers and
students know almost intuitively what distinguishes an effective
teaching style. Using their personal experiences as a source, they
can supply all of the visual and auditory symbols needed to visualize
a symbol of teaching effectiveness. It took but a mere few seconds
for an interviewed teacher to scan her memory and recall that Mr. W's
class was more effective than Mr. M's. She recalled that as a
result of her experience in Mr. W's class, she had decided to major
in biology, and as a result of her experience in Mr. M's class she
continued to associate English Composition with shame. What follows
are representative samples of what the teachers said:
Mr. W's Biology Class
Whenever Mr. W explained something,
no matter how hard I always under-
stood it.
In Mr. W's classroom I always felt
like working hard at Biology, and
I don't even like Biology.
Whenever I had problems I always
went to see Mr. W, he always
- lis-
tened; he was also available.
Mr. M's English Composi-
tion Class
Whenever Mr. M explained
something, no matter how
easy, I always missed it.
In Mr. M's classroom I
always felt sluggish,
and I like English Com-
position.
Whenever I had problems
it would never occur to
me to go and see Mr. M,
what for?
Whenever students in the class
"acted-up" Mr. W knew exactly what class
to do. What amazed me is that he
never screamed and he never threatened.
Whenever students in the
"acted-up" Mr. M would
lose control. He screamed,
threatened, and sent more
kids to the front office
than remained in class.
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Mr. W's Biology Class
Mr. W. was always bringing in
something or doing something
to make sure that the class was
interesting. He seemed to be as
interested in new ways of doing
things as we were.
Mr. W was the best teacher I ever
had.
Mr. M's English Composi-
tion Class
Mr. M. taught the same
things, in the same way,
day in and day out. He
really believed that there
was one way of doing
things, and everything else
was a digression from the
course.
Mr. M was the worst teacher
I ever had.
At the end of this interview the teacher found it useful to
re-examine her thought samples and to code them relative to their
cognitive, motivational, affective, disciplinary, innovative, and
atti tudinal merits. She found that Mr. W's class scored higher than
Mr. M's class on all of these variables. She added that it really
did not matter how these statements were objectively coded, what
mattered to her was that she understood, theoretically and experien-
tial ly, that her learning had been maximized because of the various
wasy in which she felt supported in that classroom. Mr. W and the
students had created a learning environment which enabled everyone
to
learn, to initiate, and to interact for the betterment of
themselves
and the group. It was this experience that assisted
her in the crea-
tion of an Ideal Teacher Model (Assagioli, 1974). She
now could pic-
ture herself vividly as being in possesssion of
these attributes, and
this gave her the energy she needed for the
development of a truly
collaborative style.
If teachers and students are to create
and maintain classroom
environments that support learning, they need
to know how to name,
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analyze
,
and solve social and psychological classroom problems. They
need to know how to solve problems that affect their experience of
what is going on in the external world and what is going on in their
internal world.
The Freirian Method, as applied by the Social Literacy Institute
at the University of Massachusetts, is a problem-solving process
designed specifically to solve classroom problems that are social and
psychological in nature. What makes the Freirian Method different
from other problem-solving strategies is its focus. While other
approaches are satisfied just to solve the problem, the Freirian
Method is not. Regardless of the content, the Freirian Method
persistently maintains its attention on critical consciousness,
therefore, learning to solve problems is intimately associated with
learning how to develop morally right solutions to social and psy-
chological problems. Ethics is an essential aspect of the Freirian
problem-solving process, one which Paulo Freire never left to chance.
CHAPTER III
THE METHODOLOGY OF THE STUDY
The purpose of this chapter is to describe the methodology of
the study. Decisions concerning selection of the sample, the
evaluation instruments, and the method of inquiry are discussed.
The steps undertaken to implement the study are outlined.
Subjects
Four teachers in one urban school system in New England and
their 200 junior high school students serve as the population for
this study. The group of teachers participating in this study are
chosen from among those teachers who trained in Social Literacy
skills in the 1976 Social Literacy Summer Training Institute. This
group is selected on the basis of the willingness of the schools
and
the teachers to participate in the study.
The urban desegregated school system in New England
used in
this study is characterized by the following qualities:
1. The city has an increasing number of minority
residents. Black students represent approxi-
mately 27% of a school population, while _
Spanish-speaking students represent approxi-
mately 13%.
2. School board policy has successfully
evaded
and delayed the complete desegregation
of
public schools. It has taken the system
over nine years to desegregate fully.
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3. Implicit school policies continue to segregate
students, even though the school is officially
desegregating. The isolation of students by
race has increased. Some indices of segrega-
tion include the "push-out" of Black students
on disciplinary grounds and their resegregation
via tracking and testing programs.
Treatment
In the summer of 1976, a three-week intensive summer training
institute in Social Literacy collaborative problem-solving methods
v/as conducted by the Social Literacy Training Institute staff for
over one hundred urban educators from New England. During the
school year, monthly follow-up training sessions were carried on in
order to provide additional training in alternative Social Literacy
techniques. Technical assistance was available throughout the
school
year for all participating educators. The effects of this
training
in the teacher's interaction with the class is the
treatment effect
which is measured. A description of the 1976 Social
Literacy Summer
Training Institute is included in the Appendix of
this study.
Design
In this research, each teacher serves as
his or her own control.
Of the six junior high schools and forty-five
educators that partici-
pated from one urban school system,
two schools and four teachers
are
selected, based upon the willingness
of the school and the teachers,
to participate in the study,
from the classes each of these
teachers
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teach, two academically compatible classes are selected. One is
randomly Selected to receive the experimental treatment and one
is selected to serve as a control. Each teacher uses collaborative
problem-solving methods with the experimental class and the same
teacher refrains from using these methods with the control class.
In total, there are four experimental classrooms and four control
classrooms. Based upon a range of 25 to 30 students in each
classroom, this means that between 200 and 220 students are involved
in the study. This design is selected because of the difficulty in
securing permission from teachers who are not participating in Social
Literacy Training to allow outside observers to collect data in their
classrooms. The sample is small because, of the six urban junior
high schools that participated in the three-week intensive summer
training institute in Social Literacy collaborative problem-solving
methods, only two schools were supported by their school
administra-
tion in their decision to participate in the research.
Of these two
schools, only four teachers agreed to participate fully
in the
research, given the limitations of the research design.
Measures
Two observation instruments, Flanders System
of Interaction
Analysis (FIAC) and Mutually Agreed-Upon
Learning Time (MALT) are
used to analyze the interaction between
teacher and students in
recently desegregated urban junior high schools.
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Flanders Interaction Analysis System . The Flanders System of
Interaction Analysis, developed between 1955 and 1960 by Ned A.
Flanders at the University of Minnesota, is designed for use in
classroom observation. The system categorizes teacher and student
verbal behavior, with the emphasis on teacher behavior. The system
is designed as an affective classification system.
In order to examine those teacher behaviors which enhance
students' freedom of action and those teacher behaviors which deter
students' freedom of action, Flanders devised categories on two
axes. These are the response/initiative axis and the direct/indirect
influence axis and are used to analyze behavior for both teachers
and students. To initiate means "to make the first move, to lead,
to begin, to introduce an idea or concept for the first time, to
express one's own will" (Flanders, 1970). The opposite, to respond,
means "to take action after an initiation, to counter, to amplify or
react to ideas which have already been expressed by others" (Flanders,
1970).
Indirect teacher influence allows students the freedom to explore
their own ideas, to use initiative, and to participate freely in
classroom interaction. Direct teacher influence limits the
kind and
amount of student participation. Direct influence, i.e.,
lecturing,
criticizing, justifying authority, or giving directions, restricts
and inhibits students' freedom to act. When
teachers use direct
influence, students usually behave in the response
mode; when teacher;
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use indirect influence, students are more likely to behave in the
initiative mode (Simon, & Boyer, 1968).
In the Flanders system, only verbal interaction between
teachers and students is analyzed because of the difficulty in
reliability categorizing non-verbal behavior. All teacher-student
interaction is divided into ten categories (see Table 1), seven of
teacher talk, two of student talk, and one of silence or confusion.
Categories one, two, and three are referred to as indirect
teacher influence. Category one is called acceptance by the
teacher of both positive and negative student feelings. Statements
which judge the "goodness" or appropriateness of student behavior
comprise Category two. These may be either praise or encouragement.
Category three, acceptance of ideas, is made up of teacher statements
which reflect, summarize, or clarify student ideas. Teacher questions
which require children's responses are assigned to Category four.
Categories five, six, and seven include direct teacher influence
and reveal a. contrasting type of teacher behavior. Lecturing, giving
information, and expressing opinions are recorded in Category five,
and Category six is used for the teacher's directions to
students.
In Category seven are placed both statements of
criticism and those
in which the teacher justifies his or her authority. Such
statements
are usually designed to change student behavior.
Student talk is divided into only two categories-Category
eight,
which is student talk in response to the teacher,
and Category nine.
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student talk initiated by the student.
In the remaining category are recorded periods of silence or
confusion. Pauses, short periods of silence, and periods during
which the observer cannot determine who is talking are included in
this category. Such a category is necessary because it allows the
person who is doing the recording to account for every minute of
time spent in systematic observation (Amidon, 1966).
A summary of the ten categories of Flanders Interaction Analysis
System, with brief definitions, are presented in Table 1.
The FIAC is one of the most widely used classroom observation
systems. The FIAC has proven effective in the classroom for teacher
training, research and self-evaluation (Flanders, 1970). Training
in the use of the FIAC has increased the number of desired teaching
behaviors in the trainees. This has been demonstrated on the pre-
service and in-service levels (Kirk, 1964; Furst, 1965; Flanders,
1970). Students who have a teacher trained in the use of the FIAC
demonstrate more initiating behaviors and learn more than students
who have teachers not trained in the use of the FIAC (LaShier, 1965;
Powell, 1967; Weaver, 1968).
The FIAC focuses on teacher acceptance and criticism of student
ideas and feelings. Flanders' goals are that teachers act inten-
tionally, talk less, encourage and use student ideas and
feelings,
and help students initiate more behavior on their own
(Flanders, 1970).
These aims are consistent with the philosophic bases
of this study.
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Table 1
Categories for Flanders Interaction Analysis System
Indirect
Influence
Teacher
talk
Direct
Influence
1 . Accepts feeling: Accepts and clarifies the feeling
tone of the students in a nonthreatening manner.
Feelings may be positive or negative. Predicting
and recalling feelings are included.
2. Praises or encourages : Praises or encourages student
action or behavior. Jokes that release tension, not
at the expense of another individual, nodding head
or saying "uh huh?" or "go on" are included.
3. Accepts or uses ideas of student: Clarifying, build-
ing, or developing ideas or suggestions by a student.
As teacher brings more of his or her own ideas into
play, shift to category five.
4. Asks questions: Asks a question about content or
procedure with the intent that a student answer.
5. Lectures: Giving facts or opinions about content or
procedure; expressing his or her own ideas; asking
. rhetorical questions.
6. Gives directions: Directions, commands, or orders
with which a student is expected to comply.
7. Criticizes or justifies authority : Statements in-
tended to change student behavior from nonacceptable
to acceptable pattern; bawling someone out; stating
why the teacher is doing what he or she is doing;
extreme self-reference.
8. student talk—response: Talk by students in response
to teacher. Teacher initiates the contact or solic-
its student statement.
Student 9. student talk—initiation: Talk by students which
talk they initiate. If "calling on" student is only to
indicate who may talk next, observer must decide
whether student wanted to talk. If he did, use this
category.
10. silence or confusion: Pauses, short periods of
silence, and periods of confusion in which communi-
cation cannot be understood by the observer.
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The F IAC
,
then, should be an instrument which provides the kind of
observations needed and should be an adequate measure of comparison
with the MALT.
Mutually Agreed-Upon Learning Time . The Mutually Agreed-Upon
Learning Time instrument was developed between 1971 and 1974 by a
research team at the University of Massachusetts (Alschuler, Atkins,
Dacus, & Santiago-Wolpow, 1974). The instrument is designed for use
in classroom observation and categorizes teacher and student verbal
behavior, with the emphasis on student behavior.
This instrument is selected because it is a systematic method
for assessing the percentage of time during a class period that a
random group of ten students are attending to instructional material.
Observing ten students to see how much collaborative learning time
occurs in the class takes about one minute, leaving three minutes
until the next observation period starts. The observer uses this
time to describe what is happening during the non-learning time in
the class. These comments may describe the kind of non-learning
behaviors that are occurring, the activities of particular students
other than the ten who are being observed, or anything that is
relevant to the human interaction patterns of the classroom.
Some non-learning student behaviors include:
Communicating to other students unrelated to lesson:
Talking, whispering, lip reading, passing notes.
Puttinq down teacher (verbally, semi verbal ly , non-
verbally): Asking "Why?" to any rule-enforcing
direction, mumbling, shrugging, grimacing in
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response to teacher.
Making physical contact wi th other student : Brushing,
touching, pushing, biting, throwing object at another
student.
Some non-learning teacher behaviors include:
Starting class : Taking attendance, giving hall passes,
opening doors.
Exercising voice ( o r soun d ) cont rol: Modulating tone
of voice, making loud noises, slamming door, slapping
down ruler.
Impl ementing threa t: Sending student to office,
giving detention notics, calling parents.
The MALT observation is designed to collect specific data:
1. The percentage of time students' attention
is focused on the instructional material;
2. The percentage of time students' attention
is not focused on the instructional material;
3. The percentage of time when no instructional
material is present during the observation
period; and,
4. The kind of non-learning behaviors that occur
during the observation period.
The data is shared with the class observed, providing them with
an opportunity to engage in Social Literacy collaborative
problem-
solving. This information assists them to name and
conceptualize
the problem clearly and to col laborati vely create
various solutions
to the problems identified by the class.
The MALT instrument is also selected because
the information
gathered from the MALT can be used in Social
Literacy Teacher Training
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Programs to assess the effects of Social Literacy collaborative
problem-solving on teaching effectiveness. MALT results can be
used to revise Social Literacy Teacher Training to be more
appropriate.
Dissimilar to the Flanders, the MALT instrument has not been
tested extensively. It is in its early stages of development;
therefore, its reliability has not been clearly established. How-
ever, since its inception (1974), the tool has been used widely in
various school districts across the country. Employers of the
instrument have informally affirmed the effectiveness of the instru-
ment for teacher training, research and self-evaluation. According
to the many teachers who have worked with the MALT instrument for
the past three years, training in the use of the MALT increases the
amount of time they spend with their students focusing on instruc-
tional material. They find that students who have a teacher trained
in the use of the MALT demonstrate more attending behaviors and
learn more than students who have teachers not trained in the use of
the MALT.
It was decided that this study would confine its information
to
verbal behavior. Two instruments, FIAC and MALT, when used
together,
provide teachers and students with a means of categorizing
different
kinds of teacher-student verbal behavior. The FIAC
has no means of
categorizing non-verbal behavior and the MALT is not
highly developed
in the classification of non-verbal behavior.
The simultaneous use
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of the FI AC and the MALT is an attempt to combine in an interaction
analysis system items found particularly helpful to teachers and
students engaged in collaborative problem-solving. The classroom
observational forms are included in the Appendix.
Observers
One University staff associate and six doctoral students are
trained until they reach an acceptable level of interrater reliability.
The training for interrater reliability includes raters coding a
videotape using Flanders Categories followed by a discrepancy discus-
sion. This procedure is repeated with the MALT. A final training
session with a new videotape using both the Flanders and the MALT
measures produces an acceptable level of interrater reliability.
Within each experimental classroom, there are two videotapings and
for each videotaping there are two observations. This procedure is
repeated for the control classroom. The same person codes observation
one for each occasion, and a different person codes observation two
for each occasion. All coding is done from videotapes. Coders are
not aware which classes are the experimental and which classes are
the control
.
Videotaping
At least thirty minutes of each class is taped. The tape
of
the class is divided into ten three-minute periods.
For the first
minute of each three-minute period, ten "portraits"
are recorded or
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close-ups of individual students whom the video person has selected
randomly for this purpose. The portraits average six seconds each.
The portraits are close enough to allow observation of both eye and
hand movement. The remaining two minutes of each three-minute
period consists of a wide shot scanning of the room, much like a
surveillance camera in a bank. The one-minute close-ups are used
to code for MALT, while the remaining two minutes are used to code
for FIAC and non-learning behaviors that are present during the
two-minute observation period. Each three-minute occasion is
divided as follows:
1. MALT - one minute
2. MALT Basic Moves - one minute
3. FIAC - one minute
The sequence is completed ten times within each 30-minute observational
session. Specific instruction for videotaping FIAC and MALT are
includes in Appendix D.
Hypotheses of the Study
It is hypothesized that desegregated experimental classrooms show
a greater increase in the quality of teacher-student interaction
than
in desegregated control classrooms as measured by the Flanders
System
of Interaction Analysis (FIAC) measure and the Mutually
Agreed-Upon
Learning Time (MALT) measure. Using these measures, it is
predicted
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that in desegregated experimental classrooms there is:
Hypotheses related to teacher behavior:
Hypothesis 1 - Increased use of indirect teacher
talk in the experimental classrooms.
Hypothesis 2 - Increased use of direct teacher talk
in the control classrooms.
Hypotheses related to student behavior:
Hypothesis 3 - Increased use of student talk in
the experimental classrooms.
Hypothesis 4 - Increased time spent by students
attending to instructional material
(MALT) in the experimental classrooms.
Hypothesis 5 - A high positive relationship between
indirect teacher talk with students
attending to instructional material
(MALT).
Hypothesis 6 - A positive relationship between
student talk with attention to in-
structional material (MALT).
The first two hypotheses concern the degree to which the proposed
intervention is implemented. The remaining four hypotheses deal with
the degree to which the intervention is effective.
Definitions
The words important to this study are listed below.
They are
used with the following meanings:
Indirect Teacher Talk : Verbal teacher communication
characterized by:
1 Accepts feeling. Accepts and
clarifies the
_
feeling tone of the students in a
nonthreatemng
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manner. Feelings may be positive or negative.
Predicting or recalling feelings are included.
2. Praises or encourages. Praises or encourages
student action of behavior. Jokes that release
tension, not at the expense of another individual,
nodding head or saying "um-hum?" or "go on" are
included.
3. Accepts or uses ideas of student. Clarifying,
building, or developing ideas suggested by a
student. As teacher brings more of his or her
own ideas into play.
4. Asks questions. Asking about content or
procedure with the intent that student answer.
Direct Teacher Talk : Verbal teacher communication
characterized by:
5. Lecturing. Giving facts or opinions about con-
tent or procedure; expressing his or her own
ideas, asking rhetorical questions.
6. Giving directions. Directions, commands, or
orders to which a student is expected to comply.
7. Criticizing or justifying authority. Statements
intended to change student behavior from non-
acceptable pattern; reprimanding, stating why
the teacher is doing what he or she is doing,
extreme self-reference.
Student Talk: Verbal student communication characterized
by:
8. Student tal k--Response: Talk by students in
response to teacher. Teacher initiates the
contact or solicits student student statement.
9. Student talk-initiation: Talk by students
which they initiate. If "calling on: student
is only to indicate who may talk next, observer
must decide whether student wanted to talk.
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Attention to Instructional Material : Sustained focus on
learning activities. There are a number of clear instances
indicating that instructional material is either present or not
present:
1. Instructional Material is present when: The teacher
is lecturing, the students are reading, students are
reciting, students are responding to subject matter
questions, audiovisual or other media presentations
are being made.
2. Instructional Material is not present when: The
teacher is taking roll and the students are waiting,
the teacher is reading announcements, the teacher is
preparing students for work, giving instructions,
directions, the teacher stops the class for writing
hall passes, tardy slips or to listen to the P.A.
announcements, the teacher stops class to give a
mini lecture on good behavior, the teacher responds
to irrelevant, degressive questions.
Affective Classification System * A system which focuses on
the emotional component of communication (acceptance, criticism).
An affective system differs from a cognitive system which focuses
on cognition (Simon, & Boyer, 1974).
MALT: These letters denote the Mutually Agreed-Upon Learning
Time System, one of the classification systems used in this study.
FIAC: These letters denote the Flanders Interaction Analysis
System, one of the classification systems used in this study.
Results
The data is analyzed using t-tests and correlational
analysis.
The independent variables are the control and
experimental groups
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and the dependent variables are the scores obtained from the F1AC and
MALT measures. Measures are obtained at the end of the intervention
from both the experimental and control groups.
Independent Variables Dependent Variables
X Y
intervention MALT and FIAC
measures
-X Y
no intervention MALT and FIAC
measures
This design is preferred because pre-measures, if taken at the time
the prospectus was prepared (three months after the beginning of the
intervention); would not have accurately measured teacher-student
interaction prior to the administration of the treatment. Pre-measures
would have contained the effects of the treatment and, as a
result,
would not have been pure pre-treatment measures.
CHAPTER IV
RESULTS
The purpose of this study is to document the effects of Social
Literacy Training on teaching effectiveness, as measured by teacher-
student interaction, in selected recently desegregated urban junior
high schools in New England. More specifically, this study is con-
ducted to test the general hypothesis that Social Literacy Training,
guided by the ideas of Paulo Freire, would produce differences in
the behavior of teachers and students in recently desegregated urban
junior high schools.
Chapter I provided an introduction to the study, a discussion
of the background, the history, and nature of Social Literacy Training
as implemented at the University of Massachusetts in Amherst in
collaboration with a Northern urban school system. It also discussed
third-generation school desegregation problems as a way of providing
a context for the central focus of this study.
Chapter II reviewed the pedagogy of Paulo Freire. It offered
biographical information, a brief discussion of the basic philosophic
ideas behind his approach, a detailed description of his consciousness-
raising concepts and a presentation of his methodology.
The Freirian method and its relationship to teaching effectiveness
was examined. Emphasis was placed on Freire's Domesticating
and
Liberating Education concepts. This chapter also discussed third-
generation desegregation school problems as a way of providing
a
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context for Freire's ideas and methods.
Chapter III discussed the methodology of the study and the
procedural steps of the method of inquiry were presented. Decisions
concerning selection of the sample, evaluation instruments, and the
method of inquiry were discussed.
This chapter presents the results of the study. Results for
each of the six hypotheses are presented separately with the
appropriate tables. The six hypotheses of this study were:
Hypotheses related to teacher behavior:
Hypothesis 1 - Increased use of indirect teacher
talk in the experimental classrooms.
Hypothesis 2 - Increased use of direct teacher talk
in the control classrooms.
Hypotheses related to student behavior:
Hypothesis 3 - Increased use of student talk in
the experimental classrooms.
Hypothesis 4 - Increased time spent by students
attending to instructional material
(MALT) in the experimental classrooms.
Hypothesis 5 - A high positive relationship between
indirect teacher talk with students
attending to instructional material
(MALT).
Hypothesis 6 - A positive relationship between student
talk with attention to instructional
material (MALT).
The first two hypotheses concern the degree to which
the pro-
posed intervention is implemented. The remaining
four hypotheses
deal with the degree to which the intervention
is effective.
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Adequacy of the Implementation of the Intervention
Social Literacy Training encourages teachers to practice
teaching behaviors which enhance students' freedom of action. It
encourages teachers to use indirect teaching style as opposed to
direct teaching style. Flanders' research on indirect and direct
teacher influence supports that indirect influence enhances students'
freedom of action, while direct influence deters from it.
Indirect teacher influence, i.e., accepts feeling, praises or
encourages, accepts or uses ideas of students, and asks questions,
allows students the freedom to explore their own ideas, to use
initiative, and to participate freely in classroom interaction.
Direct teacher influence, i.e., lecturing, criticizing, justify-
ing authority, or giving direction, restricts and inhibits students'
freedom to act. When teachers use direct influence, students usually
behave in the response mode; when teachers use indirect influence,
students are more likely to behave in the initiative mode (Flanders,
1970 ).
The FIAC measure was used -in this study to analyze verbal
behavior for both teachers and students, and the MALT instrument
was
used to measure the amount of student participation during
a class
period. The two instruments, FIAC and MALT, provided
teachers and
students with a means of categorizing different kinds
of teacher-
student verbal interaction.
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The purpose of this dissertation was to test whether this indirect
teaching style would produce differences in student behavior. However,
in order to test whether this method was effective, an initial objective
was to discover whether or not the training was implemented properly.
Thus, the first two hypotheses were aimed at testing whether the
intervention was properly executed.
In order to answer the question, was there more use of indirect
teacher talk in the experimental classrooms than in the control
,
means
for the experimental and control groups were calculated. Table 2
presents a comparison of experimental means and control means on
indirect teacher talk.
Table 2
Comparison of Experimental Means and
Control Means on Indirect Teacher Talk
Experimental
(n=4)
Control
(n=4)
Correlated
t-test
Classroom Measures
X s.d. X s.d.
value
Teacher Talk-indirect 12.13 6.61 7.33 4.86 .382
Accepts feeling .06 .25 .06 .22 .023
Praises or
encourages .93 1.39 .31 .50
.409
Accepts or uses
student ideas 1.68 1.68 1.43 1.95
.123
Asks questions 9.47 6.12 5.52 4.11
.689
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The category to measure Indirect Teacher Talk contained four
subcategories. These were: Accepts Feeling, Praises or Encourages,
Accepts or Uses Student Ideas, and Asks Questions.
In this category, the mean for experimental teacher behavior
was 4.80 higher than the mean for the control. While correlated
t-test values of .382 were not significant at the .05 level, they
were generally supportive of the major hypothesis of the study and
supported the findings on each of the subcategories.
The first subcategory, "Accepts Feeling," included teacher
behavior which accepted and clarified the feeling tone of students
in a nonthreatening manner. Feelings were positive or negative.
Predicting or recalling feelings were included.
The second subcategory, "Praises or Encourages," included
teacher behavior which praised or encouraged student action of
behavior. Jokes that release tension, not at the expense of another
individual, nodding head or saying "urn hum?" or "go on" were included.
The mean for the experimental group was .64 higher than the
control with a correlated t-test value of .409. The third subcate-
gory, "Accepts or Uses Student -Ideas ," included teacher behavior
which clarified, built, or developed ideas suggested by a student,
as the teacher brought more of his or her own ideas into play.
The experimental mean for this subcategory was .25 higher than
the control with a correlated t-test value of .123. The
final part
of this category was "Asks Questions." This submeasure examined
the
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Questions posed by the teacher with regard to content or classroom
procedure with the intent that a student answer.
The experimental mean for this subcategory was 3.94 higher than
the control with a correlated t-test value of .689. While the
findings indicate that neither the t-test value for the subparts nor
the t-test value for the main measure were significant at the .05
level, three of the four subparts, as well as the main measure,
showed higher scores for the experimental teacher behaviors than the
control. The remaining subcategory was not lower, but in fact the
same.
In order to answer the question, was there more direct teacher
talk in the control classroom than in the experimental , means for
the control and experimental groups were calculated. The results are
presented in Table 3.
Table 3
Comparison of Experimental Means and
Control Means on Direct Teacher Talk
Experimental
(n=4)
_
Control
(n=4)
Correlated
t-test
Classroom Measures
X s.d. X s.d.
val ue
Teacher Talk-direct 45.19 8.34 57.87 13.15
-1.28
.
Lectures
Gives directions
35.33
5.86
9.71
4.27
49.64
3.09
18.68
3.80
-
.71
.89
Criticizes or
justifies
authori ty 3.99 6.66
4.78 8.46 - .42
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The category to measure Direct Teacher Talk contained three sub-
categories. These were: Lectures, Gives Directions, and Criticizes
or Justifies Authority. In the four parts of this category all of
the control means were higher except in one case.
In the first part of this category the rate of teacher Lectures
in the control group was higher than in the experimental group.
"Lecturing" included teacher behavior directed at giving facts or
opinions about content or procedure. The lecturing teacher expressed
his or her own ideas and posed rhetorical questions frequently. On
this measure, the control mean was 14.31 points higher. Though this
difference was not significant at the .05 level, it did point in
the direction of the hypothesis of the study, that the control teacher
behavior would include more lecturing than the experimental teacher
behavior.
In the second part of this category, "Gives Directions," the
experimental teacher behavior mean was 2.77 points higher than the
mean for the control. "Gives Directions" included teacher
behavior
where directions, commands, or orders were given to a student
and they
were expected to comply. Again, while the correlated
t-test was not
significant at the .05 level, this finding did point in
the direction
of the hypothesis of the study.
The third and final part of this category
examined teacher
behavior which Criticizes or Justifies Authority.
This included
such teacher behavior as statements
intended to change student
behavior from a nonacceptable to an
acceptable pattern: reprimanding.
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stating why the teacher is doing what he or she is doing, and extreme
self-reference characterized this subcategory.
In this subcategory, control teacher behaviors were .79 points
higher than the experimental. Again, while this difference was not
significant at the .05 level, the difference was in the direction of
the major hypothesis of this study.
In the attempt to examine the adequacy of the implementation
of the intervention, the answers to two questions were sought:
Was there more use of indirect teacher talk
in the experimental classrooms?
Was there more direct teacher talk in the
control than in the experimental classrooms?
The measure of the first category. Teacher Talk-Indirect, con-
tained four submeasures. The means for the experimental group were
found to be higher. While the findings indicated that neither the
t-test value for the subparts nor the t-test for the main measure
were significant at the .05 level, three of the four subparts, as
well as the main measure, showed higher experimental teacher behaviors
than the control. The remaining subcategories were not lower, but in
fact the same.
The measure of the second category, Teacher Talk-Direct, con-
tained three submeasures. In this category, the means for
the control
were higher on the main measure and two of the submeasures.
Again,
the correlated t-test revealed no significant
difference at the .05
level. These results are presented in Table 3.
The second
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set of hypotheses deal with the effects of the intervention and are
discussed in the next part of this chapter.
Effects of the Intervention
In order to answer the question, did students in the experimental
group spend more time talking than students in the control group
,
means for the categories Student Talk, Responds, and Initiates were
calculated. T-tests for independent samples were obtained. Table 4
presents the results.
Table 4
Comparison of Experimental and
Control Means on Student Talk
Experimental
(n=16)
Control
(n=16)
Independent
t-test
Classroom Measures
X s.d. X s.d.
value
Student Talk 28.56 15.60 22.16 11.78 1.31*
•
Responds 24.02 13.49 16.39 10.90
1.76**
Initiates 4.54 3.77 5.77 3.82
-.91
Significant at the .10 level, one-tailed test with 30 degi ees
of freedom.
Significant at the .01 level, one-tailed test with 30 degrees
of freedom.
The category to measure Student Talk contained
two subcategories.
These were: Responds and Initiates. The first
subcategory. "Responds,
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included talk by students in response to the teacher. In this situa-
tion, it was the teacher that initiated the contact or solicited the
students' statements.
The second subcategory, "Initiates," included talk by students,
which they initiated. If "calling on" a student was only to indicate
who could talk next, the observer decided whether the student wanted
to talk or whether the teacher was asking the student to talk.
To initiate means "to make the first move, to lead, to begin,
to introduce an idea or concept for the first time, to express one's
own will." The opposite, to respond, means "to take action after an
initiation, to counter, to amplify or react to ideas which have
already been expressed by others" (Flanders, 1970).
Inspection of the table revealed that the mean for the main
measure, Student Talk, was higher for the experimental group of
students than for the control group. The correlated t-test value
of 1.31 revealed significance at the .10 level. The table also
showed that there was a significant difference between the "Responds"
measure of the control and the experimental groups. The experimental
groups of students responded more than the control groups.
Here
again, the correlated t-test value of 1.76 revealed
significance at
the .01 level.
In the subcategory, "Initiates," the mean for the
control group
of students was higher than for the experimental
group. The correlated
t-test value of -.91 revealed that the last
subcategory was not
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significant. Thus, the students in the experimental group did not
/
initiate more ideas than students who did not receive the treatment.
In order to answer the question, did students in the experimental
group spend more time attending to instructional material than students
in the control group
,
means for the category Attending Behavior were
calculated. T-tests for the independent samples were obtained.
Table 5 presents comparison of experimental means and control means
on MALT.
Table 5
- . \
Comparison of Experimental Means and
Control Means on MALT
Classroom Measures
Experimental
(n=16)
Y s.d.
Control
( n ~16)
Y s.d.
Independent
t-test
value
Attending Behavior 63.25 18.42 57.81 20.88 .78
The measure Mutually Agreed-Upon Learning Time (MALT)
categorized
teacher and student verbal behavior, with the emphasis
on student
participation. The MALT systematically assessed the
percentage of
time during a class period that a random group
of ten students were
attending to instructional material.
MALT observations revealed:
1 The percentage of time students'
attention
was focused on the instructional
material.
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2. The percentage of time students' attention
was not focused on the instructional material
3. The percentage of time when no instructional
material was present during the observation
period.
4. The kind of non-learning behaviors that
occurred during the observation period.
Dissimilar to the FIAC, the MALT instrument has not been tested
extensively. It is in its early stages of development; therefore,
its reliability has not been clearly established.
Inspection of the table revealed that the man for the experimental
group of students was higher than for the control group. The correlated
t-test value of .78 revealed that the MALT scores were not significant
at the .05 level. However, it did point in the direction of the
hypothesis of the study, that the students in the experimental group
did spend more time attending to instructional material than students
in the control group.
Relationship between the Flanders System of Interaction
Analysis Measure and the Mutually Agreed-Upon Learning
Time Measure
In order to answer the question, was there a relationsh ip between
i
n
direct teacher talk a n d the degree t o which the s_t^dent_j^^tt^-
tion to his or her instructional material , a Pearson Product
Moment
correlation (r) was calculated. The results are presented
in Table
6 .
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Table 6
Pearson Product Moment Correlation
of Indirect Teacher Talk with MALT
MALT
Indirect Teacher Talk .462*
a = .004
N=32
Bivariate correlation provided a single number which summarized
the strength of relationship between the two variables. The correla-
tion coefficient summarized the strength of association between
Indirect Teacher Talk with MALT. This provided an easy means for
comparing the strength of relationship between the two variables. The
Pearson Product Moment Correlation Coefficient, symbolized by r,
measured the degree of fit of this bivariate correlation. When there
was a perfect fit or no error, r took on the value of (positive) +1.0.
When there was an irregular fit or error, r took on the value of
(negative) -1.0.
Inspection of the table revealed that the Pearson Product Moment
Correlation (r) between the two variables, Indirect Teacher Talk with
MALT was .462, signficant at the .004 level. Thus, there was a
posi-
tive and significant relationship between the degree to which
the
teacher talked indirectly and the degree to which the student
attended
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to his or her task.
Relationship between the Degree of Student Talk
and the MALT Measure
In order to answer the question, was there a relationship
between student talk and the degree to which the student paid
attention to his or her instructional material, a Pearson Product
Moment Correlation (r) was calculated. Table 7 presents the
results.
Table 7
Pearson Product Moment Correlation of
Student Talk with MALT
%
MALT
Student Talk .172
a = .17
N=32
The table indicated that there was a low relationship between the
measure of student talk with the MALT measure. The Pearson
Product
Moment Correlation (r) between the two variables, Student
Talk with
MALT, of .172 was not statistically significant. Thus,
this data
showed no strong relationship between the FIAC and MALT
measures.
The findings indicated that the proposed
intervention was
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implemented properly. Inspection of one of the main measures,
Indirect Teacher Talk, revealed that the teachers in the experimental
classrooms were more responsive to the feelings of students, they
praised and encouraged their students more frequently, they accepted
and used the ideas of students when teaching, and they posed more
questions in the experimental classrooms than in the control.
Inspection of the main measure. Direct Talk, revealed that the
teachers in the control classrooms were less responsive to their
students. In the control classrooms, lecturing, criticizing, jus-
tifying one's authority and giving directions occurred more frequently
than in the experimental classrooms. Even though the findings for
these two main measures were not significant at the .05 level, the
findings v/ere in the direction of the hypotheses of the study. Given
these findings, it is quite possible that if the post-treatment
measures had been administered later in the implementation phase, as
opposed to three months after the beginning of the intervention, the
results would have been significant.
In order to determine whether or not the intervention produced
differences in student behaviors, the answers to four questions were
sought:
Did students in the experimental group spend more
time talking than students in the control group?
Did students in the experimental group spend more
time attending to instructional material than
students in the control group?
Was there a relationship between indirect teacher
talk and the degree to which the student paid
attention to his or her instructional material?
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Was there a relationship between student talk and
the degree to which the student paid attention
to his or her instructional material?
The measure of the third category, Student Talk, contained two
submeasures. These were: Responds and Initiates. The means for
the experimental group of students were higher than the means for
the control group. The findings indicated that the main measure,
"Student Talk," and one of the submeasures, "Responds," were signifi-
cant. Student talk was significant at the .10 level while "Responds"
was significant at the .01 level.
The measure of the fourth category, Attending Behavior (MALT),
revealed tha\ the mean for the experimental group of students was
higher than for the control group. While the findings indicated that
the t-test value was not significant, it is possible to question
whether this new instrument was sensitive enough to assess the
per-
centage of time students were attending to instructional
material.
When the strength of association between Indirect Teacher
Talk
with MALT and Student Talk with MALT were examined,
the findings
revealed that there was a positive relationship
between the measure
of Indirect Teacher Talk and the MALT measure.
The Pearson Product
Moment Correlation (r) between these two
variables was .462, signifi
cant at the .004 level, indicating that
there was a relationship
between the degree to which the teacher talked
indirectly and the
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degree to which the student attended to the instructional material.
However, examination of the strength of association between Student
Talk with MALT revealed that there was a low relationship between these
two measures. The researcher concluded that there does not appear
to be a strong relationship between the FIAC and the MALT measures.
Chapter V discusses the results of this study as they relate
to the six hypotheses. Conclusions and implications of the findings
for further research and practice are explicated.
CHAPTER V
SUMMARY, CONCLUSIONS, AND RECOMMENDATIONS
Summary
For the past school year, four teachers in one urban school
system in New England and their 200 students participated in Social
Literacy Training. Social Literacy Training was designed by the
Social Literacy Institute at the University of Massachusetts at
Arnherst to assist teachers and students in their efforts to improve
the quality of their interaction. Guided by the ideas of Paulo
Freire, Social Literacy Training is an innovative collaborative prob-
lem-solving approach directed at improving the quality of education
in recently desegregated schools.
The group of teachers chosen to participate in the study were
selected from among those teachers who trained in Social Literacy
skills in the 1976 Social Literacy Training Institute. Their
selec-
tion was based on their willingness, and the willingness o
f their
schools, to participate in a study to determine the effects
of Social
Literacy Training on teaching effectiveness in junior high schools
that had recently desegregated.
Specifically, the focus of this study was teaching
effective-
ness, defined as a process of human interaction
which enabled stu-
dents to learn, to initiate, and to interact
for the betterment of
themselves and the group. This pedagogical
process relied on the
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ability of the teacher to communicate humanly and to facilitate this
type of communication among group members (Freire, 1973a; 1973b; un-
dated).
For this study it was hypothesized that selected desegregated
experimental classrooms would show a greater increase in the quality
of teacher-student interaction than in selected desegregated control
classrooms, as measured by the Flanders System of Interaction Analy-
sis (FIAC) and the Mutually Agreed-Upon Learning Time (MALT) measures.
Using these measures, it was predicted that there would be:
Hypotheses related to teacher behavior:
Hypothesis 1 - Increased use of indirect teacher
talk in the experimental classrooms.
Hypothesis 2 - Increased use of direct teacher talk
in the control classrooms.
Hypotheses related to student behavior:
Hypothesis 3 - Increased use of student talk in the
experimental classrooms.
Hypothesis 4 - Increased time spent by students attend-
ing to instructional material (MALT) in
the experimental classrooms.
Hypothesis 5 - A high positive relationship between. in-
direct teacher talk with students attend-
ing to instructional material (MALT).
Hypothesis 6 - A positive relationship between student^ talk ^
with attention to instructional material (MALT).
The first two hypotheses concerned the degree to which
the pro-
posed intervention was implemented. The remaining four
hypotheses
dealt with the degree to which the intervention was
effective.
In order to establish common points of reference,
fundamental
to an understanding of Social Literacy Training,
biographical
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information on Paulo Freire, a brief discussion of the basic
philosophic ideas behind his approach, a detailed description of
his consciousness-raising concepts and a presentation of his
methodology were discussed.
The Freirian method and its relationship to teaching effec-
tiveness was examined. Emphasis was placed on Freire's Domesticat-
ing and Liberating Education concepts. Discussed also were third-
generation desegregation school problems as a way of providing a
context for Freire's ideas and methods.
The study was conducted to test the general hypotheses that
Social Literacy Training produced differences in the behavior of
teacher and students in recently desegregated urban schools. Based
on the findings of the study, it was determined that Social Literacy
Training did increase the equal verbal participation of both the
teacher and students. Teachers acknowledged that their behavior
with students had changed because of skills developed in the training.
At the last group meeting of teachers participating in the study,
one teacher, responding to questions about the effects of the training,
said:
Students in my class have increased their
awareness of choices. They are becoming
more responsible for the choices they make
and for the consequences of those choices.
It's a slow process, but it is happening.
I too have changed. I have developed
patience, and I listen more to students.
I too have become aware of my choices.
1 see that I am able to achieve the same
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results without the oppression practiced
before. Sharing the classroom with stu-
dents liberates both of us. I never
realized how much effort the domestication
of students took.
Another teacher said:
I have become so aware of myself, of others
and of the effects of situations on behavior,
that its a wonder to me that I never saw it
before. I teach in a desegregated school
system and I used to think that I taught
Black students and white students. That
Black students somehow were different than
white students. That their needs were
different, their life experiences different,
their ambitions different. I've always
prided myself as a "humanistic teacher,"
so I have spent years trying to meet the
needs of Black students and white students.
I never realized that these actions were
together. It was only recently--very
recently--that I understood that I did not
need any more work with Black students;
what I needed was to "use vriy eyes to see,
and my ears to hear." I needed to see that
Black and white students, Black and white
teachers, Black and white administrators
are people, and that at core a 1
1
people
experience, through their common humanity,
the same needs, life crises and ambitions.
Why couldn't I see and hear that before--
it's so obvious--so obvious. Why did I
need to participate in Social Literacy
Training to see the obvious? Of course,
Social Literacy works in desegregated
schools (coming back to the original ques-
tion); it works because it recognizes the
essentials of being human. It recognizes
the need in all of us to rediscover our
humanness
.
The group agreed that these two statements summarized
their
experience for the past year. They acknowledged that
Social Literacy
Training did produce observable differences in
the behavior of both
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the teacher and students. They added that their increased conscious-
ness of the teacher-student relationship allowed them to improve their
relationship with other teachers and with administrators.
One person expanded this experience by adding that Social Literacy
Training is not limited to the teacher-student, teacher-teacher,
teacher-administrator relationship; it can be applied to all relation-
ships--mother, father, sibling, spouse, clergy, ad infinitum.
This researcher has been doing Social Literacy Training for the
past four years and as a means of informally assessing the quality
of any training I facilitate, I listen for cues that tell me whether
or not the training has been effective. When groups come to the
realization, through experience, that every relationship is struc-
tured by rule.' that determine how, when, and to whom each of the
members relates, I know that the ideas of the training have been
understood. However, when people actively search out the dysfunction
in the rules, and to act to create a new reality, then I know that
the training has been integrated into a complete world view. Freire
states:
As we attempt to analyze dialogue as a human
phenomenon, we discover something which is
the essence of dialogue itself: the word .
But the word is more than just an instrument
which makes dialogue possible; accordingly,
we must seek its constitutive elements.
Within the word we find two dimensions,
_
reflection and action, in such radical inter-
action that if one is sacri ficed--even in
part--the other suffers. There is no true
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1
word that is not at the same time a praxis.
Thus, to speak a true word is to transform the
world. 2
1
Action
Reflection
Sacrifice of action=verbalism
Sacrifice of reflection=activism
p
Some of these reflections emerged as a result
of conversations with Professor Ernani Maria
Fiori (Freire, 1973).
At this same session, another teacher, letting go of his old
"person-blame orientation," said, "Unfortunately, we can't find any-
thing to blame anymore but sets upon sets of rules. It grieves me
because it's so easy to blame people."
As discussed earlier, the general hypothesis of the study is that
Social Literacy Training produced differences in the behaviors of
teachers and students in recently desegregated urban schools in
New England. While the findings of the study were not significant
at
the .05 level, they indicated that each of the six specific
hypotheses
affirmed the general hypothesis of the study.
The data for the study was gathered three months
after the
beginning of the intervention. One possible conclusion
is that if the
post-treatment measures had taken place later in the
implementation
phase, the measures would have produced findings
which could be sig-
nificant for most of the major aspects of the training.
Inspection of the specific empirical hypotheses
of this study
revealed that teachers working in their
experimental classroom
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increased their use of indirect influence. This allowed students
the space to lead, to introduce an idea, and to experience their
personal and group will. Teachers demonstrated increased indirect
influence by accepting and clarifying the feeling tone of students
in a nonthreatening manner; by praising and encouraging creative
actions on the part of students; by accepting and using the ideas
of students, that is, clarifying, building and developing ideas
suggested by them, while bringing their own ideas into play; and,
finally, by asking questions intended to elicit responses from
students that involved them actively in the teaching-learning
process.
In a discussion with the researcher, one of the participants
said, "1 never realized how many rhetorical questions I was in the
practice of asking. Now I understand why I would experience feelings
of anger when students responded. Do you know that I have been doing
that for years!"
In the design used in this study, each teacher served as his or
her own control because of the difficulty in securing permission of
teachers who were not participating in Social Literacy Training to
allow outside observers to collect data in their classrooms.
In the
control classroom, teachers refrained from using Social
Literacy
collaborative problem-solving methods. They were encouraged
to
continue to teach in the manner they always had.
The findings indicated that in the control
classrooms teachers
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used direct influence at a higher rate than they did with the
experimental group of students. This behavior restrained students'
freedom of creative action. In these classrooms students were not
allowed too many opportunities to be actively engaged in the
teaching-learning process or to experience their personal and group
will.
t
Teachers demonstrated direct influence by lecturing; that is,
by giving facts or opinions about content or procedure, and
expressing the teacher's own ideas. The frequency with which these
teachers used rhetorical questions supported Freire's (1973) observa-
tion that in domesticating classrooms, "the outstanding characteristic
...is the sonority of words, not their transforming power."
Observable also was the frequency with which teachers gave
directions. It appeared that in these classrooms they were less
willing to allow students time to think through the directions for
themselves, as they had with the experimental group. In the control
classes they gave directions, commands, and orders seemingly with the
intention that students had no choice but to comply.
Another characteristic of teacher behavior in these classes was
the degree to which teachers criticized and justified their authority.
The use of statements intended to change student behavior so
that it
would conform to their vision of "the way it spozed to be"
(Herndon,
1968), were high. This mind set allowed for the
reprimanding of
students and for the use of extreme self-reference.
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Observation of these control classes allowed the researcher an
opportunity to experience the rules that structured what Freire
described as "the domesticating classroom." The domesticating
classroom is a place where:
(a) the teacher teaches and the students are
.
taught;
(b) the teacher knows everything and the
students know nothing;
(c) the teacher thinks and the students are
thought about;
(d) the teacher talks and the students
1 isten--meekly
;
(e) the teacher disciplines and the students
are disciplined;
(f) the teacher chooses and enforces his
choice, and the students comply;
(g) the teacher acts and the students have
the illusion of acting through the action
of the teacher;
(h) the teacher chooses the program content,
and the students (who were not consulted)
adapt to it;
(i) the teacher confuses the authority of
knowledge with his own professional,
authority, which he sets in opposition
to the freedom of the students;
(j) the teacher is the Subject of the learning
process, while the pupils are mere objects.
The findings also supported the hypothesis
that in the experimental
classes, students would participate verbally
more frequently than
students in the control classrooms. When
the teachers participating
107
in the study were asked, "How has your behavior with students changed
because of skills developed with Social Literacy Training," the
following responses, with regard to increased talk by students, were
offered by three of the four teachers:
I became more considerate of students' opinions.
I listened more and talked less.
The students and I have increased the amount of
time we talk wi th each other in the classroom.
I used to talk at them before. When I saw my-
self on the first four videotapes taken of my
classes by the Social Literacy Training Institute
in the fall, I was amazed to see how much time I
spent talking. My God, I never allowed the kids
to get a word in. I kept cutting them off, so
that I could speak. Objectively, it looked to me
as if I was a person starving to talk. I realized
that I was using the classroom as a podium. I was
determined to change that pattern and that became
my personal goal in the experimental classroom.
I reasoned that if I could practice sharing air
space with them, then by next semester, the stu-
dents would have the benefit of a teacher who
truly knew the meaning of dialogue.
Monopolizing talking time is one way to dominate and to express
one's will. Since power, authority, and initiative usually lie
with
the teacher, it was not surprising to discover that teachers
talked
more than half the elapsed coding time in the control
classrooms.
These findings surprised the teachers.
They were surprised to see themselves actively
engaging an
"anti-dialogical" style when communicating with students.
Freire
(1970b) states that anti-dialogue: "involves vertical
relationships
between persons. It lacks love, is therefore
acritical, and cannot
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create a critical attitude. It is self-sufficient and hopelessly
arrogant.
.. Thus
, anti-dialogue does not communicate, but rather
issues communiques."
Knowledge of how much the teacher and the student talked
revealed the degree to which a reciprocal relationship between
teacher statements and pupil statements did or did not exist in the
classroom. One of the teachers, after viewing one of his pre-
treatment control videotapes, said:
Why is it that with my experimental group
I listen more and scream less. I am much
more "humanistic." When I am with them I
am conscious of all of the principles of
genuine dialogue. I remember to love, to
share, to be humble, to have faith, to be
trusting, to be hopeful, to participate
equally with students, to be human--yet
43 minutes later... (he just shook his head).
There are moments of humility when a sincere teacher tries, but
cannot quite overcome rigid patterns of adult behavior as he or she
ventures to explore new ways of interacting. If this particular
teacher throws his hand up in the air and assumes that he can do
nothing to change the situation, he would remain at the mercy of his
situation, ad infinitum. These acts would assuredly maintain him at
a magical level of consciousness.
If, on the other hand, he looks at his situation as solvable,
has a sense that things have not always been the way that they are,
and that through problem-solving the situation can be changed, he
would then experience the control and satisfaction that he seeks.
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These actions would demonstrate his innate ability to act critically
at will
.
Lastly, the Social Literacy Training Institute encouraged
teachers to practice basic attending skills with students, since the
ability to attend is fundamental to any form of learning. Students
must learn how to direct their attention, how to focus their thoughts
on the learning task. Obviously, if students' attention is dispersed,
the amount of substantive work that can be accomplished decreases
significantly. Therefore, one of the more challenging tasks of the
Social Literacy teacher is to create teaching/learning tasks that
sustain the attention of students, without using force and threats.
Influencing students' attending behavior involves the
operationalization of conceptual affective terms such as "warmth"
and "empathy" into discrete teachable skills (Ivey, 1974). Teachers
participating in this study taught the skills of attending, in the
hope that it would facilitate dialogical communication with students.
The findings revealed that students in the experimental class-
rooms did spend more time attending to instructional material than
students in the control classrooms. One of the teachers hypothesized
that the results were higher in the experimental group because in
these classrooms, their intentions were very clear--to facilitate
dialogue. He said,
We achieved our goal because we were clear
about our intentions--i t was that simple.
In fact, whenever I would have the urge to
take over, a little voice inside my brain
would remind me--N0, NO, not here--later.
no
Examining their experience with dialogue, the teachers added
that through dialogue not only did they increase the quality of
their communication with students, but student motivation increased.
This experience confirmed Freire's (1970b) observation that genuine
dialogue elicits natural enthusiasm and curiosity among people.
In domesticating classrooms, however, teachers use power,
authority, and threats to motivate students, as evidenced in the
control classrooms. A sampling of basic domesticating strategies
used in the control classroom were:
Applying tunnel vision : Ignoring what is
going on or refusing to see it.
Using body language : Pointing, gesturing,
snapping fingers, waiting, staring.
Exercising voice (or sound
"
1 control :
Modulating tone of vo^ce, making loud
noise, slamming door, slapping down
ruler.
Implementing rules : Ordering students to
stop.
Invoking sarcasm : "Do you think you can
remember if I tell you a fifth time?"
Threatening : "If you don 1 1. . .
1
1
1 1 . .
.
"
Delivering mini lecture on good and bad
behavior and its consequences : "She
wouldn't be bothering you if you
didn't turn around."
Implementing threat: Sending student to
office", giving detention notice,
calling parent.
Ill
Making physical contact : Touching, grabbing,
hitting.
Refusing privilege: Denying hall pass.
Come-back : Any response to student's response.
In liberating classrooms, teachers used compassion, life ex-
periences, and dialogue to influence students. A sampling of the
basic dialogical strategies used by teachers in the experimental
classrooms were:
Open Questions : Higher order questions that
cannot be answered merely from memory.
This kind of question required teacher
and students to go beyond the factual
answer and begin to generalize, relate,
compare, and contrast, or perceive causes
and effect. Higher order questions
prompted the teacher and students to use
ideas rather than simply remember them.
Minimal Encourager : Verbal and nonverbal
techniques that encouraged teacher and
students to continue talking, elaborating,
and explaining.
Paraphrase : Crystallizing teacher and students'
comments by repeating what they said in a
more concise manner. This checked their
own perceptions. It made sure that they
really did understand what the other person
was describing.
Refl ection of Feeling : Response to the feelings
being expressed, regardless of the feeling
(positive, negative, or ambivalent) and
regardless of the direction of the expres-
sion (toward self, others, the teacher, the
classroom, etc.).
Summarization: Attempts to recapitulate, to con-
dense, and then clarify what the teacher and
students said. Separating oneself from what
seemed objectively true and summarizing for
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the other what one sensed. Included also
are a number of paragraphs, or entire
phase of a session, or an entire interview
that summarizes the teacher's and students'
perception of what went on.
Expression of Feeling : The ability to attend and
to express one's own emotion or feelings.
This training skill is focused on helping
the teacher and students express their emo-
tions more clearly when sharing them with
others.
I nterpretation : Presenting the teacher and stu-
dents with a new frame of reference through
which they can view their problem and, hope-
fully, better understand and deal with the
situation. One criterion for the accuracy
of a single interpretation was whether or
not they utilized it to more effectively
cope with the problem expressed, both emo-
tionally and intellectually (Ivey, 1974).
These strategies enhanced student's freedom of creative action,
because they allowed students to make their intentions clear.
Clarity led to making intentional choices based on awareness. Making
a meaningful life by making intentional choices meant that a person
was living a responsible life. To live responsibly, one must, be able
to stay focused, regardless of the world and personal obstacles
that
tentatively block the path.
Social Literacy Training encouraged teachers to practice
daily
attending skills with students, that it, focusing
activities. It
encouraged this, for both its immediate and potential
effects. Con-
centration maximizes students' involvement in the
teaching-learning
process immediately, while simultaneously
training their sustaining
power.
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Daily practice in concentration trains students in the art of
focusing. According to Herrigel (1960), focusing is of fundamental
importance because students' capacity to focus at will directly
affects the degree to which they are productive, creative, and
satisfied with their situation.
When Herrigel (1960) was asked, "What does it all lead to,"
referring to concentration, he responded, "To this: That those who
are patient in small and trivial things, and control themselves will
one day have the name mastery in great and important matters."
Attention, therefore, is practice in self-discipline. It is initially
through the conscious development of attention that students begin
to experience their personal and group will (Assagioli, 1974). Once
students have reached a certain level of competence in basic attending
skills, the real instruction--which may, with reservation, be called
"spiritual "--begins (Herrigel, 1960).
Conclusions
In the summer of 1976, a three-week intensive summer training
institute in Social Literacy collaborative problem-solving methods
was conducted by the Social Literacy Institute staff for
over one
hundred urban educators from New England. Of the six
junior high
schools and forty-five educators that participated
from one urban
school system two schools and four teachers
were selected to
participate in the study, based on the willingness
of the schools
and of the teachers to join in the research.
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During the school year, monthly follow-up training sessions were
carried on, in order to provide additional training in alternative
Social Literacy techniques. Technical assistance was available through-
out the school year for all participating educators. The effects of
this training in the teacher's interaction withtheclass was the
treatment effect measured.
In the attempt to examine the adequacy of the implementation of
the intervention, the answers to two questions were sought:
Was there more use of indirect teacher talk in
the experimental classrooms?
Was there more direct teacher talk in the control
than in the experimental classrooms?
The measure of the first category, Teacher Tal k-Indirect, con-
tained four submeasures. The means for the experimental group were
found to be higher. While the findings indicated that neither the
t-test value for the subparts nor the t-test for the main measure
were significant at the .05 level, three of the four subparts, as
well as the main measure, showed higher experimental teacher behav-
iors than the control. The remaining subcategories were not lower,
but in fact the same.
The measure of the second category, Teacher Talk-Direct, con-
tained three submeasures. In this category, the means for the
con-
trol were higher on the main measure and two of the
submeasures.
Again, the correlated t-test revealed no significant
difference at
the .05 level.
In order to determine whether or not the
intervention produced
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differences in student behaviors, the answers to four questions were
sought:
Did students in the experimental group spend more
time talking than students in the control group?
Did students in the experimental group spend more
time attending to instructional material than students
in the control group?
Was there a relationship between indirect teacher talk
and the degree to which the student paid attention to
his or her instructional material?
Was there a relationship between student talk and the
degree to which the student paid attention to his or
her instructional material?
The measure of the third category, Student Talk, contained two
submeasures. These were: Responds and Initiates. The means for the
experimental group of students were higher than the means for the con-
trol group. The findings indicated that the main measure, "Student
Talk," and one of the submeasures, "Responds," were significant.
Student talk was significant at the .10 level while "Responds" was
significant at the .01 level.
The measure of the fourth category, Attending Behavior (MALT)
revealed that the means for the experimental group of students was
higher than for the control group. While the findings indicated that
the t-test value was not significant, it is possible to question
whether this new instrument was sensitive enough to assess the percen-
tage of time students were attending to instructional material.
When the strength of association between Indirect Teach Talk
with MALT and Student Talk with MALT were examined, the findings
revealed that there was a positive relationship between the measure
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of Indirect Teacher Talk and the MALT measure. The Pearson Product
Moment Correlation (r) between these two variables was .462, signifi-
cant at the .004 level, indicating that there was a relationship
between the degree to which the teacher talked indirectly and the
degree wo which the student attended to the instructional material.
However, examination of the strength of association between Student
Talk and MALT revealed that there was a low relationship between the
FIAC and the MALT measures.
The overall results for the total sample were significant at the
.10 level for the main measure of the study, increased student verbal
behavior in the experimental classrooms. While the findings indi-
cated that the other measures were not statistically significant,
the results, as indicated by the means, did point in the direction of
the hypotheses of the study. Given these findings, it is quite
possible that if the post-treatment measures had been administered
later in the implementation phase, as opposed to three months after
the intervention, the results would have been significant.
This study was inadvertently affected by two factors, time and
choice of research design. Post-treatment data was collected too
early in the implementation process. Teachers needed more time to
become comfortable with the use of the techniques. They needed
more time to feel confident and competent. They needed more
time to modify these techniques to their situation. The Social
Literacy Institute, however, had not anticipated this need on the
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that:
1) The ideas and methods of Paulo Freire, as applied
by the Social Literacy Institute at the University
of Massachusetts in Amherst, do produce differences
in the behavior of teachers and students. The find-
ings indicate that Social Literacy Training does
increase the equal verbal participation of both
the teach and the student.
2) Social Literacy Training improves the quality of
teaching by increasing teachers' awareness of
themselves, students, and their environment. Thus,
it seems that the Social Literacy approach can be
used effectively in recently desegregated urban junior
high schools to improve the quality of classroom educa-
tion.
Recommendations for Implementation
When the post-treatment data was collected (three months after
the beginning of the intervention), it was apparent that a successful
implementation required a commitment from key administrators at the
district and school level, a commitment from students, and a commit-
ment from teachers participating in Social Literacy Training.
Prior to the availability of federal funds, the Social Literacy
Institute at the University of Massachusetts in Amherst had demon-
strated their commitment ot desegregation by working at no cost, for
over five years, in an urban school system close to the University.
The staff worked with a volunteer group of teachers to solve
discipline
problems--occasioned by desegregation.
Within one year, an initial group of six teachers had grown
to
thirty--two members in one school and sixteen members in a
second
school. These teachers, contributed an average of ten
to fifteen
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hours weekly to the Institute. Collaborative problem-solving,
personal involvement and technical assistance were the only compen-
sation participants received. It was evident that the teachers'
commitment to Social Literacy grew out of their sincere need to
improve their relationship with students, and to be part of a larger
"family."
The Institute was also made up of highly committed people.
People who required minimal financial compensation for the seemingly
endless amount of hours they worked. In the past, this altruism
v/as representative of the staff, the teachers, and of the adminis-
trators who participated with the Institute. Obviously the rewards
of that time were of a very different nature.
In the summer of 1976 the Social Literacy Institute was funded
by the Office of Education for $185,000. This new "status" brought
with it many changes. People who in the past had resisted Social
Literacy Training, for themselves and others, were now lobbying
for entry into the program. Many insisted that they had the right
to participate in the training, if it was associated with federal
dollars, and that the Institute had to guarantee them a space.
Money complicated things— it confused motives, it affected the
degree to which teachers applied the techniques in the classroom,
and it stressed relationships. One such relationship
was the one
between the teacher and the admini strator.
Administrators, when the training was initiated in
the summer
of 1976, were strongly encouraged to participate.
They were invited
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to partake of the monthly training sessions, and anything else spon-
sored by the Institute. However, their overall participation rate
was very low. They made it clear that they would participate IF
they were allowed to work only with other administrators, and IF
they were paid at a higher scale than teachers. Neither of these
requests was honored by the Institute.
Teachers and administrators should participate in Social
Literacy Training not because it is a means for supplementing their
income, but because it is a means for increasing their personal and
professional competence.
The money incentive did not lead to an increased commitment to
the principles of Paulo Freire as past strategies had. Therefore,
it is recommended that money be used:
to advance the Social Literacy work that
has already been initiated;
to develop, adapt, and disseminate materials
and information; and,
to create new Social Literacy sites and activities.
The possibilities are endless. Paying educators to participate in
the training takes something away from it, that the money does not
replace.
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Introduction
We have been overwhelmed by over 1000 requests for further in-
formation about Social Literacy training since the one-line, small-
print offers at the end of the article "The Discipline Game: Playing
without Losers" (Learning Magazine
, August-September, 1974) and
"Social Literacy: A School Discipline Game without Losers" (Phi Delta
Kappa
,
April, 1977). This response created two problems for us.
From the outset of the Social Literacy Project six years ago, we have
disseminated information free. Initially, we simply did not have the
money for printing and postage to meet the demand. Second, the size
of the demand increased our caution. Until recently we were not
sufficiently confident of our methods to disseminate them so widely.
We wanted more time to continue testing and revising social literacy
methods. We are distributing this material now hoping that it will
be as helpful for you as it has been for many of the teachers in-
volved in Social Literacy Training.
In June, 1975, an Assistant Superintendent in Springfield told
us, "teachers won't come to your sunmer in-service workshop here
because you're not paying them anything." We believe that teachers
must be paid to learn only when the subject matter does not touch
their deepest needs and interests; in other words, if it's irrele-
vant or burdensome. In fact, teachers came to our workshop, stayed
late and worked ever weekends. Several even took a second, similar
workshop we offered through the University, that time paying it.
Again the response was enthusiastic commitment beyond our realistic
expectations. Over 2/3 of the teachers continued to meet regularly
over tne course of the school year and started Social Literacy sup-
port groups in their own schools.
We asked teachers what involved them so intensely. Reasons
were varied. Some were unexpected.
"It's about the only approach that has been
developed in Junior High Schools."
K is hard for us to understand why those vital years of rapid
growth are so ignored by educational leaders. In many people's
thinking. Junior High Schools are neither "primary" nor "secondary"
education. Yet obviously these important years are not tertiary
education in any sense. Although Social Literacy training is not
limited to Junior High Schools, many Junior High School teachers
appreciated that their locale was, for once, the primary setting.
"It works. Finally, I'm hopeful again that we
can reduce discipline problems."
Most approaches to discipline problems are remedial and situation
specific. Social Literacy focuses on primary prevention. By analogy,
this is the difference between remedial treatment for individual
cases of malaria versus the primary prevention of malaria through a
campaign to get rid of malarial mosquitoes. Teachers know that any
approach to discipline problems that involves one-to-one contact iri
each conflict situation, no matter how effective, is impractical.
There are too many such instances every class period. A more sys-
tematic set of solutions is needed that prevents the primary causes
of discipline conflicts.
I appreciate having a challenging philosophy. Itbrought out my old idealism."
*
Our approach is based on the philosophy of Paulo Freire, a Brazilian
educator, now living in exile in Switzerland. Originally he taught
basic literacy to slum dwellers in Recife, Brazil, in a way that pre
pared them for full democratic participation in the governance of
Brazil. We are teaching Social Literacy to increase the democratic
participation of teachers, students and administrators in the
governance of schools. Our goals are to raise consciousness of
oppression and liberation in schools, to decrease dehumanization and
victimization, to stop blaming each other for problems and to work
col 1 aborati vely in solving common problems in schools.
"It's relevant. We name the worst stresses in our
own lives, create survival guides for our own schools,
and pinpoint what people really want."
We have found some answers. They have solved problems in par-
ticular schools. We are sharing with you how we found those answers
not prescribing particular solutions to you. We are proposing a
collaborative problem solving process for naming problems, under-
standing and acting to resolve them in your own school.
"Frankly, it's the contact with other teachers, just
getting together and talking about common educational
problems. Usually, about the only things teachers
do together is bitch and complain or drink and bowl."
This, almost more than anything else, continues to surprise us. Due
to many factors, teachers rarely get together to cooperate in search,
ing for constructive solutions to common problems, or to discuss ed u .
cational ideas, or even to get to know each other more deeply as per
sons. When teachers make time to do these things, the intrinsic,
immediate satisfactions often are enough to keep social literacy
groups meeting voluntarily.
At the present time, there is a growing network of Social
Literacy Groups in Western Massachusetts, the Chari otte-Meckl inberg
area in North Carolina, and in the St. Louis, Missouri area. In the
spring of 1976 we received a major grant from the United States
Oifice Ot Education to provide training for approximately 250
teachers and administrators from 12 schools in two urban school sys-
tems in New England. The purpose of the grant is to reduce disci-
pline problems occasioned by desegregation through socially literate
approaches to quality education. National Public Radio and several
national magazines have described our work. Increasingly, we are
being asked to provide seminars and introductory training. It is
our continuing hope, however, to disseminate as much information as
possible free, and to encourage the voluntary association of teacher
groups so long as these efforts are sufficiently rewarding to jus-
tify the time spent.
With this goal ir. mind, if you are interested in beginning to
explore this approach, there are several simple steps you can take.
’•
—
SS th1s PRIHER arni,nli to several of your friends in
school. If it's helpful, duplicate copies.
2
'
—
t wUh severa1 of vour to talk about the first
article, "Social Literacy Training." You don't need a stadium full
of people to start: two to four people is minimal and enough. What
do they agree with, disagree with in the article? What excites them,
baffles them, intrigues them?
3
‘ go-through the Nuclear Problem Solving Prnrp^ the next
meeting. This contains the key ideas in practice, provides a useful,
quick problem solving method and will help you figure out solutions
ror specific discipline problems in about 20 minutes.
4
* I~y an -y of the other techniques in the manual . A one-two
hour meeting after school should be enough time to get into these
methods and to generate some useful solutions.
5
- We strongly suggest that you rotate leadership for each of
the sessions
. Let a different person take responsibility for each
session. At the end of each session the leader for the next session
can ask for suggestions about what processes to continue and what to
change in order to help the group become more productive.
Call us or write us . We would like to know who you are,
where you are and what you are doing. We may be able to offer useful
suggestions or put you in touch with social literacy groups nearby,
or provide more extensive help. Also we would like to know of any
new ideas, techniques or applications you invent.
Social Literacy Project
459 Hills South
University of Massachusetts
Amherst, Massachusetts 01002
( 413 ) 545-2047
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*The ideas and techniques presented irt this summary have been
developed over a five-year period by numerous people.
A
- Philosophic background
From the outset of the Social Literacy Project five years ago
we have been guided by the philosophy of Paulo Freire, a Brazilian
educator, who, in the early 1960's developed a new and apparently
eTfective method of adult literacy training (Freire, 1970a, 1970b,
1973, undated). In six to eight weeks, 80 percent of the partici-
pants had become functionally literate. Based on this success, the
Brazilian government sponsored a massive national literacy campaign,
until chey realized the deeper intentions of Freire's training. At
that point, Freire was exiled and the government transformed the
program into a large-scale effort to politically socialize and domes-
ticate the illiterate masses.*
1 • The nature of literacy
For Freire, literacy is more than simply learning to read
and write the conventional idiom. It is a much broader problem
solving process involving naming problems, anal.yzi ng the causes, and
acting to solve the problems. For instance, guantity is a fundamental
aspect of reality. In math classes students learn the names for dif-
ferent guantities (numbers) and how to analyze basic relationships
between these guantities (more than, less than, included in). They
also learn ways of solving problems (multiplication, division, sub-
*A thorough philosophic exigesis of Freire's dense and abstract
writings is contained in the doctoral dissertation of Maryellen
Harmon, 1975.
traction
, raising to a power, solving equations, etc.). Not only can
students play with numbers divorced from reality, they can apply these
names, analytic methods and problem-solving methods to reality. They
are literate with numbers every time they name the reality of their
bank account balance, analyze the upcoming additions and subtractions
and s ol ve a financial problem by either saving or spending. Without
this basic numeracy (being literate with numbers) we would be less
powerful in solving all kinds of problems from carpentry to planning
more adequate transportation facilities using census data. Numeracy
is powerful. So is chemical literacy, physical literacy, biological
literacy. All grant the literate person with power to name, analyze
and solve problems. From this perspective most people in schools are
socially illiterate. There is no shared formal vocabulary for naming
problematic social relations, no established methods of analyzing the
causes of interpersonal conflicts and no regularly practiced, effec-
ti ve methods of solving the basic social problems. The fundamental
purpose of our project has been to increase social literacy in and
through the process of education.
2. Stages of literacy
Freire has identified three developmental stages or syndromes
in the way people name, analyze and attempt to solve problems. It is
here that the radical goals of his training became clear to the
Brazilian government. In the first stage of literacy, conforming to
the situation
,
individuals are "submerged" in reality. Only basic
obvious survival problems are named: poor health, lack of land or
money, etc. The causes of their situation seem magical: fate, chance,
luck or goo. Little, if any, action is taken to change their situa-
tion. "Living with the situation," resignation, passive acceptance
and waiting characterize the "conforming" stage. Individuals at this
stage of literacy pose no threat to governments since the system is
seen as inevitable and proper, no matter how painful or oppressive
that government may be.
At the next stage of literacy, reforming individuals
, problems
are seen and named in individuals who deviate from their expected or
ideal roles, e.g., "I am poor because I am not educated." "I was
kicked out ot school because I broke some rules," or "I was kicked
out of school because the principal had it in for me." The implicit,
naive assumption is made that if individuals reform
, everything will
be fine because the economic or political or educational system is
basically good. At this stage individuals actively support the sys-
tem by biaming individuals and by attempting to reform themselves or
others rather than blaming the system. Obviously, people at this
stage of literacy also pose no serious threat to the system (the
\
government, the school, etc.), since they are trying to change imper-
fect people rather than to correct an unjust system.
At the third stage of literacy, transforming the system
,
individuals are critical of the system, see their problems as caused
by unjust, inequitable or inhumane rules, policies or norms that
victimize them, e.g., racism and discriminatory policies in school are
seen as the causes of disproportionate exclusion of minority students.
Inappropriate subject matter, teaching practices and dysfunctional
disciplinary procedures are seen as the primary causes of poor aca-
demic performance rather than deficits in students. When the prob-
lems are named and analyzed in this way, groups of individuals col-
laboratively attempt to transform those rules, policies, norms or
laws rather than passively conforming or naively attempting to
reiorm themselves and others. To the degree that the system itself
sanctions collaborative transformations (i.e., democratic participa-
tion in problem solving and decision making), the existence of this
stage of literacy poses little threat. However, in Brazil during
the 1960's, Freire's attempts to democratize the illiterate populace
by facilitating their emergence from the conforming stage to the
reforming stage and then to the transforming stage was not an
acceptable goal .*
3. Literacy training
.
Freire's literacy training consists of four steps
(Freire, 1973). (a) ENTRY : A team of outside individuals arrange
with a group, school, community, or organization to study that
*We have developed an objective method of assessing the stage of an
individual's or group's literacy. William Smith's doctoral disserta-
tion "Conscientizacao, an operational definition," was developed in
rural Ecuador as part of a non-formal education project and has been
applied successfully to consciousness raising groups in the U.S.
that group's thought, language and actions. This is a voluntary
association in which both the outsiders and the group agree to seek“ 9°alS ° f increased literacy. The outsiders then spend time
becoming as deeply immersed in studying the specific group's exis-
tence as is feasible, (b) NAMING: In discussion sessions the out-
siders and leaders of the group attempt to define THE central conflict
m the situation.* This conflict is manifested in literally hundreds
of specific ways in daily life. Typically it involves one group of
people who have greater power or status than another group. For
instance, Freire claims that THE central conflict of our epoch is
domination, (c) ANALYZING: When this central conflict and its
many manifestations have been named, the group analyzes the causes
of the conflicts. There is an attempt to understand the system
causes, (d) SOLVING: Literacy training then re-presents to others
the names of important conflicts as problems to be understood, which,
when the causes are comprehended, will lead to collaborative action to
resolve the conflicts. For example, in Recife, Brazil, "Favela" (Slum)
was named a central conflict experienced by all the urban poor in that
group. Not only did they learn how to read and write this word and its
linguistic variations, they explored the systematic causes of living
in a slum and group action necessary to improve their living conditions.
*Frei re calls this the "generative theme." Marxists call it the
"fundamental contradiction."
The content of literacy training is not prescribed in a fixed
curriculum for all groups and situations. The central conflicts,
words, causes and actions are drawn out of each situation. Traditional
packaged curricula and prescribed objectives are appropriate ways of
maintaining people in the conforming and reforming stages. But,
according to Freire, only through problem-posing, true dialogue and
collaborative problem solving do groups move toward democratic partici-
pation in transforming the problems in their social situation.
Ifoe history and nature of social literacy training
1 • ENTRY into the schools
In 1971, three members of the University of Massachu-
setts School of Education in Amherst began a long-term series of
consultations in an urban school system in New England. with the sanc-
tion of the Superintendent. We chose this "social situation" because
it was an urban desegregated school system closest to the University.
However, building initial trust and collaboration was neither quick
nor assured. Traditional city-university differences had been rein-
forced by several previous failures to sustain cooperation. University
members had spread the word that the school system was hopelessly
conservative, when in fact, the University was quite insensitive to
the constant need for control and security. The school system staff
condemned University members as quixotic radicals, when in fact, the
city was insensitive to the needs for major improvements.
A trusting collaborative relationship was built on the agreement
that initially we would spend up to two years, if necessary, "doing”
nothing but attempting to identify the central conflicts in the school
system. We concentrated our efforts in the one junior high school
with the highest percent of Black students (then 382 in a student
population of 1,200) and a principal reputed to be the most innovative
and to have the greatest fortitude. We observed and talked with
students, faculty, administrators and parents in classrooms, bus stops,
hallways, washrooms, cafeterias, athletic fields and guidance offices.
We spent several weeks sitting in the front office observing activi-
ties in this organizational nerve center, and several days following one
group or students from class to class through the day, as well as
remaining in one classroom while different classes passed in and out.
finally, all referrals to the front office during the Fall semesters
of 1971 and 1972 were examined to seek clues to important problems of
confl let.*
2. NAMING the central conflict: The battle for students'
attention, called "the Discipline problem"
We conducted several workshops and held weekly
discussion groups with members of the social studies department. As
a result of several thousand hours of informal study and group
* Re's ifl ts of this investigation, as well as a comprehensive review of
U.S. discipline practices are contained in Dr. R. Bruce Irons' doc-
toral dissertation.
reflection, „e identified "the battle for students' attention" as the
central conflict. In this junior high school, most activities are
designed to capture students' attention and focus it on the instruc-
tional materials: truant officers, bells, hall passes, tardy notes,
role taking, hall monitoring, assignments, coaxing, cajoling, threats:
mg, punishing, rewarding, P.A. announcements ("May I have your atten-
tion?"
...).
In competition with this impressive array of powerful external
forces, there are a number of forces inside the students, an array of
inner concerns": clothes, "face" (pride, desire for recognition, self
respect), friendships, "playing the dozens" (the ancient game of
mutual insult), active student resistance (like the parade to the
pencil sharpener all during class) and passive resistance (daydreaming
and unashamed dozing).
In order to assess who's winning this battle for students' atten-
l
tion, we developed a measure of Mutually Agreed-upon Learning Time
(MALT). In most classes the battle is a stand-off. Only a small
number of classes we observed have MALI scores above fifty percent.
We decided that the best name for this continuing battle for
students' attention is the "discipline problem" because the subject
matter disci pi i ne
,
the relationship with the teacher ( disci pie-ship)
,
the means that encourage students to regulate their own behavior
(sel f-discipl ine ) , and disciplinarian activity are all failing to sus-
tain students' attention to the instructional material. In other
words, the first purpose of more relevant subject matter, improved
teacher-student relationships, greater student self-regulation and
more appropriate disciplinarian practices is to increase attention to
learning.
The discipline problem is the central conflict in this, and
numerous other junior high schools. Clearly it reflects "the fundamen-
tal conflict of our epoch-domination" in at least two ways. First,
while the vast majority of specific discipline conflicts involve both
students and^ a teacher, only students are punished, referred, detained,
suspended, expelled or excluded. Second, our own data is consistent
with national norms reported by the Children's Defense Fund ( School
Suspensions
, 1975} that the burden of punishment for discipline con-
flicts falls disproportionately on Black students, compared to white
students. The discipline problem is central, also, in the sense that
it is a prime cause of other problems, e.g., suspensions, lost learn-
ing time, dehumanizing labeling, subsequent juvenile delinquency.
If only the ocnsequences of the discipline problem are treated,
e.g., reducing suspension, then the "cure" of a symptom could actually
intensify the central conflict. For instance, executive or legal fiat
could reduce suspensions by simply prohibiting them for anything other
than "dangerous offenses." (In the school system we studies, "assaults"
accounted for only 14 percent of all long-term suspensions in 1974-75.
The remainder involved non-violent interpersonal conflicts and
violations of school rules). While this would reduce the suspension-
symptom, just as aspirin reduces the temperature accompanying disease,
it would increase the stress and conflict within schools by taking
away one option available to administrators for cooling off hot
situations. Certainly there need to be additional constructive
alternatives to suspensions, but ultimately, the need for suspensions
and the alternatives to suspensions must be reduced by reducing the
number of referrals. This in turn requires a reduction in the amount
of discipline conflict in the classroom. Or, put positively, solutions
to the central conflict must transform the battle for students' atten-
tion into mutual l.y-aqreed-upon, meaningful learning, and respectful ,
collaborative human relationships for all people in classrooms
.
3* ANALYZING the causes: Discipline games
We have attempted to analyze the causes of the Discipline
problem from a system-blame (transforming) rather than a person-blame
(reforming) perspective.* Specifically, the systematic battle for
students' attention can be construed as a game,** a contest between
educators and students to focus students' attention in competing ways.
Just as the rules and roles of football "cause" certain types of
behavior to occur on the field while prohibiting other types of
behavior, so too the rules of attention-getting games in school "cause"
people in different roles to behave in predictable ways. The analysis
*For more illustrations of this point of view, see "Blame the system—
or how to love people while changing their roles."
'r
*A more extended analysis of the function of educational games may be
found in Alschuler, 1974, Chapter 7.
0. behavior as a function of ga.es has been appiied to individual
linguistic behavior (Segal and Stacey,
,976). neurotic and psychotic
interpersonal relationships (Berne, 1964), children's behavior
(Roberts and Sutton-Smith, 1962), students' behavior (Ernest, 1972),
behavior in the classroom and cultural patterning of behavior
(Alschuler, 1972) and juvenile delinquency (Empey, 1971).
Games are characterized by rules, scoring systems, obstacles
that must be overcome to score, and a method of decision making, m
analyzing attention-getting games in school we identify the implicit
or explicit rules, the payoffs or points, the nature of the scoring
system, the obstacles to making points, and the locus of decision
making. We have identified and analyzed 35 attention-getting games
played regularly in school. The following example is a partial
analysis of one frequently occurring game.
The bell rings.
|ludents
_
group around the teacher with questions and
comments 1 forgot my homework," "Can I get a drink
of water? A few students talk in the corner of the
room.
The teacher asks each student individually to sit down.
Other students come up who didn't hear,
to have heard the teacher's request.
or pretend not
The teacher's voice rises so that the whole class can
hear the command, "All right: Everybody sit down, C'mon."
Students move ever so slowly to their seats as if only an
intermission warning bell had sounded. They chat leisurely
as they move.
The teacher becomes impatient since it's difficult to ‘akeattendance. Often a threat occurs here.
Still some students get up,
deliver a note.
this time to sharpen pencils or
The teacher stops, stares, warns, or
notice depending on the situation.
gives a detention
This "milling game" happens so regularly that teachers would
think something were wrong if one day all students were in their seats
quietly eager to begin the lesson when the bell rang. The purpose of
the "milling game" is to delay the opening of class (i.e., decrease
attention to learning). If we were to create a rulebook for new
teachers and new students on "How to participate in the milling game,"
it would be short and simple.
To new teachers :
1) Answer as many requests as possible within reason.
2) Beware of questions about your favorite topic that have
nothing to do with the course.
3) Anger is okay to a degree, but you lose points if the
students get to you.
4) Don't get hooked and turn your back on the class.
To new students :
1) Always ask questions as_ i_f you really wanted to know
the answers.
2) Provoke the teacher, but not enough to get punished.
You get points for how close you come to the cliff
without getting shoved off.
3) Never move farther or faster than you absolutely have to.
4) Never, ever mill alone!
Whafs the payoff? Why do teachers and students play the milling
game in almost every class? There must be some powerful gratifica-
tions, or big "points," to continue our analogy. As best as we could
determine, students got to be part of a team, enjoyed beating the
system, and got attention from both their peers and the teacher, though
or difTerent reasons. Teachers want to be responsive, to feel com-
petent, to have students' respect and most of all, they want to help
students get what students want.
Notice almost alj_ of these needs are legitimate, virtuous,
-innately human and usually inoffensive. But when the milling game is
the means for satisfying these needs, they become mutually antagonistic
and often destructive, most of all for students who get kicked out of
the class. In this game the type of scoring system is "win-lose.”
Either teachers win and students lose or vice versa. One purpose of
social literacy training is to help teachers and students collabora-
tively transform these competitive, conflictful win-lose games into
cooperative win-win learning games.
4. SOLVING the problem
a) Illustrative solutions . We have found it useful to
distinguish between three levels of the system in terms of school
games: (a) games governing the interpersonal relationships between
tv/o persons; (b) games governing an entire classroom group of I
individuals; and (c) games governing all members of a school. It
appears that games must be changed at all three levels if classroom
conflict is to be significantly reduced. The three examples below
illustrate the nature of socially literate solutions at each level.
( 1 ) Transforming an interpersonal game*
An eighth grade inner city English teacher noticed a studentplaying with a magic marker, which was against a school rule,
when he refused to give the magic marker to the teacher, she
accidently brushed against him as she was trying to get it.
l ^..student erupted into a torrent of abuses and threatened
to^ get ner after school if she touched him again. The
teacner sent the student to the front office for disciplin-
ing. K
The teacher had been admonished "to enforce the school rules
for everyone | s sake," but felt caught in such situations
Detween feelings of obligation and incompetence when such
conflicts arose.
Through discussions with the counselor, the teacher realized
the significance of the magic marker. As a member of a
street gang he, with others, had been building his reputation
by writing his name on every available public surface. To
have given up. the means for making his reputation would have
been a violation of the gang's norms. Not to have retaliated
when the teacher touched him would have been a further viola-
tion.
The next day the teacher analyzed, with the class, the nature
of the impasse between her and the student and role played
the situation in class to sea if they ail could discover
better ways to handle the conflict. This led to a long
discussion of the intricacies of living within gang codes.
The following day the teacher continued the discussion of
gang codes by comparing their experiences with characters in
The Cool World
,
a book they had been reading. From this they
*A more extensive presentation of this example may be found in Kuril off,
1973 .
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) Transforming a classroom game
During his first year of teaching fifth grade mathematics at
an integrated urban private school, the teacher lectured,
assigned homework, gave tests and graded students by stan-
dards he determined. The class average gain in mathematics
achievement as measured by the Stanford Achievement test for
one full year was 0.2 years. Students slept in class, day-
dreamed or talked with their friends. He felt frustrated,
incompetent and angry at the students.*
During the following summer the teacher participated in a
workshop that included a simulation game of a business. In
consultation with Professor Alscftuler he decided to struc-
ture the mathematics class as a business game. He hoped that
the rules in the simulation game that had been so exciting
for him would have a similar impact on the students.
When school opened, he had the same class of student to
teach, now in the sixth grade. First he palyed the simulated
business game with the students which they enjoyed tremen-
dously. Then he proposed that the math class be set up like
the game. While the students agreed in general, they had
many suggested changes in the rules and payoffs (grades)
schedule. They negotiated agreements, printed up contracts,
play money, score sheets, etc. Team work was allowed. The
teacher became a coach, not a director. Students were
*This example and a second one are reported in detail in Developing
Achievement Motivation in Adolescents
,
(Chapter 7), Alschuler, 1973.
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Two years ago in the same high school, students who were lateto class had to convince the classroom teacher that they had
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n P lnstances during the first semester,resulted in a teacher-student conflict that had to be resolvedby a referral to the front office. The next year, instead ofberating students for being late or teachers for their inability
to handle students, the principal changed a school rule. All
students who were late to class went first to the front
office to get an automatic "pass,' 1 up to three times. The
lOurth, and subsequent times, they received a front office
referral. This change in policy reduced the total referrals
during the next year's first semester to 21
,
a decrease of
over 100 referrals. Also, it increased the amount of class-
room time available for learning since there were far fewer
doorway debates, and fewer dismissals for repeated offenses.
These three examples illustrate the types of outcomes that result
from social literacy training. Obviously, the next question is how are
these and other solutions generated.
b) Methods and techniques . Most teachers work alone,
isolated from other adults for the better part of every working day, a
phenomenon almost unique to teaching in public schools. Especially in
difficult urban schools this characteristic of the teaching role often
makes teachers feel insecure, alienated and tense. Teachers' isolation
combined with typical informal prohibitions against talking about
serious educational issues have several consequences: (1) problems
common to most or all teachers are not "seen," and as a result
difficulties are misdiagnosed as idiosyncratic personal problems;
(2; survival in tile classroom takes precedence over attempts to
innovate, or transform the games, since innovation is risky and
threatens less of control; (3) teachers lack the collaborative support
of other teachers that could reduce their risks and increase their
power to transfora discipline games. Social literacy training responds
to these problems and helps transform interpersonal, classroom and
school games through two inter-related methods: support groups for
teachers and classroom facilitators.
) Support qtoups for teachers .* Like other types of
consciousness raising groups, social literacy support groups for
teachers are organized to name common problems, analyze the system
causes of those problems and to provide mutual support in solving the
problem. Teachers meet about once a week after school to engage in
this process aided by a number of techniques we have developed. One
technique for naming the games we play in school involves creating a
"survival guide," a complete list of all the formal and informal rules.
These include unnamed norms of behavior like "play cards in the
teachers' lounge; don't discuss educational ideas," and public rules
ranging from "never let a student out of class without a pass," to
"always keep the window shades in the front of the building at the same
*The spirit and activities of one support group are described in
greater detail in "Blame the System."
length." Usually there are over one-hundred such rules, per school.
Typically teachers have few options in following these rules that con-
trol so much of their daily life. Many of these rules produced inner
and interpersonal conflict. Thus the list constitutes a concrete
measure of teachers' oppression by the system, and a set of prioritized
targets for change.
A second method of naming the social game of schools involves a
"stress hunt." Teachers interview each other asking such questions as.
At what point during the day do you feel most tired?" "What is the
most emotionally draining activity of the day?" "What do other teachers
say that causes the greatest physical and emotional fatigue?" From an
extensive list of stresses, a summarized list of ten to twelve cate-
gories is created. One school's summary consists of the following
categories: rigid curriculum, problems with parents, class size,
discipline problems, conflicts with the administrators, destruction cf
school property, clerical /paper work, lack of equipment and materials,
lack of teacher input into decisions, lack of planning time, interrup-
tions that disrupt class, dress code, racial strife. Every day for two
weeks the minute school ended teachers rated each stress on a three
point scale as not stressful, stressful, or very stressful. The highest
frequency stresses were "interruptions" and "discipline problems."
Interestingly, when the same general procedure was conducted with
students, they too identified interruptions as the problem that bugged
them the most.
A third technique for naming social problems helped clarify some
pnme causes of interruptions. We have developed a systematic
method of assessing Mutually Agreed-upon Learning Time (MALT) during
a class. Ten students are randomly selected and observed every four
minutes in a 43 minute ciass for a total of 100 observations. At the
observation the rater must decide whether instructional material is
present (e.g. a oiscussion of a math problem vs. class attention to a
discipline problem) and whether or not the student is paying attention
to instructional material. The MALT percentage is simply the number of
times out of 100 that students are paying attention to instructional
material. By obtaining many MALT scores in two junior high schools we
discovered that every time the P.A. system went on there was a four to
eight minute disruption period in almost every class. These interrup-
tions occurred regularly in spite of a regulation negotiated by the
teachers union formally restricting the use of the P.A. system to the
first and last five minutes of class periods. Teachers who conducted
these stress and MALT analyses have organized to negotiate solutions
to this problem that will decrease the stress without causing new
problems for administrators who sometimes must use the P.A. in the
middle of class to deal with emergencies.
Encouraging a "transforming" level of literacy is most pronounced
when the teacher groups figure out the system causes of the problems
they have named. Most of us have a pervasive, gut-level, unnamed
feeling that the schools in which we work are basically democratic.
unoppress, ve and sound, and that most probes are caused by individual
v..o dev, ate from an ideal standard of behavior expected by the institu-
tion. The problems are in students, their I.Q., their upbringing, their
culture, their association with "bad" peers. Or, the cause is in the
style of an administrator, or in the style of a troublesom peer or in
that person who is "probably just having a bad day." Blaming persons
not only often prevents us from seeing more fundamental system causes,
ates_ a., adversary relationship based on uncharitable assumptions.
While it is appropriate to feel sad, angry and upset about the pain
inflicted by individuals on all victims, it is not appropriate to
naively direct that anger at those individuals who appear to be
inflicting the damage. Host people are doing their job the best, they
know how and believe that their efforts will promote the conmon good.
The targets of social literacy training are changing oppressive roles,
not tne role inhabitants; oppressive goals, not those who advocate
them; oppressive rules, not the rule-enforcers; oppressive practices,
not the practitioners; oppressive policies, not the policy makers;
oppressive norms* not the normal people who act them out. We believe
in principle that it is both more humane and usually more effective to
see these distinctions clearly, and to cherish all persons while
collaboratively acting to change oppressive aspects of the system.
Consider the following characteristic of many desegregated schools.
The percent of Black suspendees often is twice the percent of Black
students in the school. What is done about this situation depends to a
great degree on what people believe to be the causes. "Blacks can't
get along. They coma from poor homes where they are not taught proper
discipline and respect. They aren't as bright, as a group. Consequent-
ly they don't learn to read as well or as quickly. This leads to con-
flict in the classroom. They'd rather fight than admit they can't
read. This explanation blames the victims and generates efforts to
change them. An alternative explanation is that, "White teachers are
racist. Some, in particular, are killer teachers who account for a
disproportionate number of referrals. If only they could be reformed
or terminated, the situation would improve tremendously." This explana-
tion, like the first, blames victims, for it is a rare exception for a
teacher to enjoy conflicts and expulsions. Most often referrals to the
front office are painful last-resort acts after all else has failed. In
contrast, a system blame explanation focuses on the regular mismatch
of learmng/teaching styles, systematically misunderstood interaction
patterns, system errors of omission (e.g. personnel composition,
textbooks, posters, cafeteria food that does not include adequate
representation of diverse ethnic tastes). This way of naming rnJ
understanding the problem focuses our energies on the system factors
that victimize all people, waste and alienate tremendous human
resources.
In social literacy training we practice blaming the system for our
problems and exonerating all individuals who are victimized. Discussion
of books sucn as Pedagogy of the Oppressed and Education for Critical
Con^ousn^, by Paublo Freire provide a philosophic base. Ryan's
Blaming the V^ctijn identifies numerous specific ways the system
oppresses and victimizes people in schools. To bring the issues home
we take candid photographs of frequently occurring highly charged
incidents in our schools: hail monitoring, student sleeping at the
desk, fights in the hallway, etc. For each of the pictures we make up
imaginative stories in response to the following questions: (1) Who
are the people? What are their roles? What are they doing, thinking
and feeling? (2) What is the problem in this picture? Are things
as they sould be? (3) What are the causes of the problem? What is
to blame? (4) What can be done to solve the problem? Our goal is
to identify as many system causes of common problems as possible and to
generate alternative solutions to the problems that victimize no one.
Solving problems in the school game (the rules, roles, goals, norms,
policies and practices) cannot be accomplished by individual teachers,
or even groups of teachers acting alone. Everyone's cooperation is
necessary. Transforming a baseball team into a volleyball team would
require all roles and rules of the game to be changed. If only one
player changed roles and played by different rules, that person would
look bizarre indeed. The effort would be quixotic. Social literacy
teachers need to know how to negotiate effectively with students,
administrators arid parents to increase collaboration rather than
emnity. To facilitate learning this difficult skill, and to provide
practice trials of possible solutions, we have created two simulation
games. The first, "Tame it" is a three part sequence adapted from
Ungerleider, et. al. (1969) and Allen (1969) in which a social literacy
group: (1) role plays a specific instance of a problem they have
identified; (2) given this shared experiential "feel" for the problem,
the group attempts to name and analyze the possible system causes of
the problem; then (3) the group creates role play situations in which
they can practice negotiating mutually enhancing solutions with people
play-acting ocher roles. The second simulation, "The Discipline Game,"
presents about one-hundred frequently occurring classroom conflicts
which players in the roles of teacher and students attempt to resolve
in three minute negotiation sessions. Not only do players earn points
in direct proportion to the effectiveness of their bargaining, but the
negotiations themselves often facilitate the discovery of underlying
radical causes and solutions to those problems.
Most of the techniques described in this section are illustrated
by the participation of one particular teacher in a junior high school
social literacy group. She was hired as a long-term substitute to
teach music. Toward the end of the second quarter she joined the group
at the principal's suggestion. Each of the six teachers in the group
took turns observing her teaching to obtain MALT scores, a standard
practice in social literacy groups. In her classes the percent of
mutually agreed-upon learning time ranged from ten percent upwards to
a maximum of 30 percent, an unusually low figure. One class that met
consecutively during two of the three lunch periods, was chaotic to the
point of being a physically dangerous place to exist. Flying objects
often created the impression of a front line under heavy bombardment.
Although the teacher had been asked to teach English one period and
music the other, there was no discernable difference between the two:
the anarchy was continuous. Most students wandered around the room,
talking, braiding hair, "ranking" on each other, standing on desks
or fighting while two or three students worked quietly with the
teacher at her desk, seemingly oblivious to the general disorder.
In the interview portion of the Stress Hunt they discovered that
the teacher had never taught before, other than her brief period of
practice teaching, that she had been trained as a music teacher, not as
an English teacher, and that her sole extensive previous work experience
had been supervising crews of tobacco pickers. Then her teaching style
became understandable, even though it was not highly appropriate. In
the fields each person knows what to do and is expected to work without
constant coordination by the supervisor, who instead, focuses attention
only on those people who are having a particular problem. This is what
the teacher was doing with the students at her desk, as she had done in
the tobacco fields.
The social literacy group also realized that the teacher did not
know how to survive in the classroom or school, not because of innate
personality deficits or faulty teacher preparation, but because she did
not fully understand the rules of the school. It was as if she had
entered a hockey game ready to lead a scout troop on an expedition.
This led the group to create a School Survival Guide and to focus on
the school absent procedures for orienting substitute teachers to all
the school rules. Any substitute teacher is likely to have difficul-
ties if they are inserted into the classroom with minimal explanation
of the formal and informal rules and little ongoing coaching or support.
While this helped to explain the systematic mismatch of expecta-
tions, styles and behaviors, it did not solve the problem. A break-
through came when the group realized, again through the stress analysis
interview, that the substitute teacher was a superb dancer, a highly
valued skill among the junior high school students. This was a natural
vehicle for teaching music through a creative, involving method. With
this potential solution in mind the next problem was to devise a way
to organize the teaching and learning around this activity vehicle.
Using their free periods, the social literacy teachers interviewed most
of the students to find out from them what they liked most in the way
their best classes were conducted. This helped the students to identify
their self-interests just as the discussions with the substitute teacher
prepared her to make a potentially viable proposal for change. Finally,
the social literacy group facilitated the transformation of the class-
room learning situation by playing the "Discipline Game" several times
with the students to teach them how to negotiate effectively, and by
several Tame It role plays with the teacher to prepare he for the
process of collaboratively creating mutually satisfying learning.
Social literacy groups use these and other techniques to carry the
problem solving process through to completion. We do not believe
there are any standard solutions and even if there were, their imple-
mentation would vary in each specific school. We believe that it is
important for each social literacy group to engage in the process of
naming their reality, to reflect on the causes of specific problems
and to cooperatively transform the system that shapes them. These
are uniquely human capacities not inherent in inanimate objects or
lower animals. The more these human capacities are blocked, the more
dehumanized and oppressed we are. The more they are exercised, the
more human we become and the more social change will occur.
(ii) Clas sroom facilitators
. In addition to support groups
for teachers we have developed a second major method for increasing
social literacy. An individual (teacher, guidance counselor, super-
visor, assistant principal or outside consultant) acts like a coach
who helps the team (in this case the class and its leader, the teacher)
improve its performance. This involves (1) establishing an entry
contract with the class and teacher (facilitators are never imposed);
(2) naming central conflicts in the class using the MALT, Stress Hunt
Survival Guide or some other diagnostic tool; (3) analyzing the causes
with the teacher and class to identify the roots of the pattern of
conflicts, what legitimate needs have been placed in conflict by roles
and rules, and what might be done; (4) solving the problem using the
Tame It role play or Discipline Game to practice solutions, and
cooperative, democratic decision-making and planning to implement the
solution; (5) leaving the classroom, not too soon before the solution
is in place and follow-up data has been obtained to prove that atten-
tion time is up, and conflicts are down, and not too late delaying the
management of the situation by the teacher and students. Examples of
classroom facilitation have been described already e.g. the substitute
teacher's English and music classes, the coflict over the magic marker.
Because many teachers are nervous and/or embarrassed to have a "superior"
in the system be a classroom facilitator, we have found that teachers in
the support groups are fare more willing to provide this service for
each other. Per se, this role is not dramatically new. It follows the
literacy training sequence, uses most of the social literacy techniques
and is genotypically similar to certain forms of family therapy and
organizational development practices. What is unusual in schools is
the active, hands-on help from a colleague in implementing solutions.
5- The uniqueness of social literacy training
. The approach to
resolving central conflicts in schools is summarized in the chart on
the following page. The fundamental uniqueness of this approach to
solving discipline problems is evident by comparison to other solutions.
(a) Social literacy training does not blame individuals
. A body
of theory, research and litigation supports the viability of a system-
blame explanation of school discipline problems. Freire (1970, 1973)
agrues at a philosophic level that the prescriptive nature of public
education victimizes students, and further, that individuals (students
or teachers) who voluntarily support rules which they have had little

or no role in establishing or changing are, by definition, actively
maintaining an undemocratic, oppressive system. Ryan (1971) has
extended this analysis showing specifically how American schools
victimize Black students through policies, practices, norms and rules.
These constitute a list of specific targets for system change. Recent
empirical studies suggest that changing the system can have dramatic
effects on increasing or decreasing the "deviant" behaviors of all
participants in the system (Haney, Banks, & Zimbardo, 1973; Milgram,
1963; Rogeness, Bednar, & Diesenhaus, 1974; Rosenhan, 1973).*
Recently the court has entered the debate on the side of the system-
blame explanations of individual's "deviant" behavior. In Hawkins v.
Mernan (376 F. Suppl
. 1330, 1974), Judge Sara Hughs decided against
the school system's dismissal of a Black student. Citing that an
average of 50 percent of the suspendees were Black while only 40 per-
cent of the students in the school were Black, Judge Hughs stated
"that racism was the chief cause of the situation, and that there was
a need for (the) school district to be responsive to needs of Black
students by acting in terms of institutional and structural changes."
(our emphasis added) Altogether there is a philosophic rationale.
specific targets for system change, empirical evidence that system
*Even the recent critique of the Haney, Banks, and Zimbardo study of a
simulated prison (Bamiaziz and Movahedi
, 1974) does not question the
impact of the simulated "system" on behavior. It simply reinterprets
the implications of the study as reflecting role playing in this experi-
mental social system as opposed to evidence of the dynamics of a real
prison system.
changes may have, powerful effects on deviant behavior and recent
incentive from the court.
Without explicitly denying the importance of system causes of
behavior, most research on school discipline ignores this perspective
focusing instead on secondary prevention almost entirely by identifying
the characteristics of problem students or problem teachers, as if the
majority or variance in school discipline problems were "caused" by
factors in_ individuals (Barnes, 1963; Bowman, 1959; Crispin, 1968;
Baton, 1957; Garrison, 1955; Harris, 1969; Hayes, 1973; Kounin, 1970;
Reeves, & Goldhan, 1957; Rollin, 1973; Russell, 1957; Stauffer, &
Owens, 1 955 ; Stebbins, 1970; Thurston, Feldhausen, & Benning, 1964).
The problem with these studies is not primarily in the methodology used,
but in the questions asked. If researchers only loof for characteris-
tics of individuals involved in discipline incidents, they are not
likely to identify causes in the system.
(b) Social literacy is a mul ti -leveled solution
. Given the
pervasiveness of person-blame explanations of discipline problems, it
is not surprising that most other current "solutions" focus on changing
individual's behavior or interpersonal relationships, rather than the
class or school organization i.e. they are not multi-level solutions.
Typically, teachers are taught a series of specific do's and don't
(Pearson, 1975; Welch, & Schuttle, 1973) or they are taught hew to
negotiate with students (Dreikurs, & Grey, 1968; Glasser, 1969; Gordon,
1970), or they are taught how to manage the reinforcement contingencies
that influence individual student's behavior (Garnish, Sanders, » wolf,
1969; Becker, Madsen, Arnold, 8 Thomas, 1967; Bruce, Mitchell, Carter,
S Hall, 1970; Dollar, 1972; Hall, & Broden, 1967; Hall, Lund, 8 Jackson
1963; Hall, Panyan, Rabon, 8 Broden, 1968;Madsen, Becker, & Thomas,
1958, McAllister, Stachowiak, Baer, 8 Conderman, 1969; Patterson, 1966;
Thomas, Becker, 8 Armstrong, 1968; Wasck, Senu, Welch, 8 Cooper, 1969).
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One recent article describes how students were taught to modify their
teachers' behavior (Grey, Grandbard, & Rosenberg, 1974). The primary
effect of these person-oriented efforts is to change the nature of
teacher-student interpersonal relationships. Without denying the effec-
tiveness of these approaches, it also seems clear that they are unilevel
appraoches, most appropriate for relationships with individual "problem
students (Patterson, 1971, pp. 763-768). As effective as they may be,
it is unlikely that they can be as efficient as changing the organiza-
tion of classroom learning or school policies.
One partial exception to these person-blame approaches is the
spate of research on "token-culture classrooms." Although the problem
typically is seen as existing in individuals students ("pre-delinquent
boys," "delinquent boys," "emotionally disturbed boys," "oppositional
children"), the solution involves reorganizing classroom learning.
Special token-economy classrooms are established which carefully
decrease the rate of deviant behaviors and then introduce contingencies
designed to strengthen academic skills. After a period of time in
these classrooms, the students return to their regular classes. In
his extensive review of over forty studies of token-culture classrooms,
Patterson (1971) concludes: "The sum of evidence from these studies
supporting the effectiveness of token systems in altering deviant
social behavior for groups of children is overwhelming." (p. 769 )
And, such attempts to change the organization of classroom learning are
more efficient than focusing on individual students in isolation.
Under certain circumstances the most expedient method for altering
the behaviors may be to focus on an entire group of deviant children
in a token-culture classroom" (Patterson, 1971, p. 768)
There are virtually no studies of the effects on the discipline
problem resulting from changes in school policies, rules or organiza-
tional norms, though presumably, this level of change could be even
more efficient in decreasing the discipline problem. For instance,
in the example previously cited, referrals for doorway conflicts were
reduced by over eighty percent by changing one school rule.
(c) Social literacy training is direct
. Virtually all existing
attempts to help teachers improve learning in the classroom and
decrease discipline problems are indirect. They occur outside of
the classroom: teacher training, curriculum development, in-service
education, even supervision involves passive observation in the
classroom and discussion later. It is as if a taboo prohibited anyone
from working with teachers jn_ the classroom. It is not surprising
that there is a great deal of slippage between the bright new ideas of
how to proceed iri class and teachers' actually trying out those ideas.
Many teachers feel unsupported to the point of abandonment. Like rany
utopian visions of ideal societies, virtually all currently popular
methods of solving the discipline conflicts, because they are indirect,
finesse the implementation problem. In contrast, social literacy
process facilitation involves a trainer working with teachers and
students in the classroom itself. It simply stands to reason that this
would be more effective help leading to more adopted solutions.
^ S-Pcia 1 literacy yi elds a broad range of outcomes
. Almost all
of the existing "solutions" to the "discipline problem" concentrate on
the control or elimination of deviant, anti-social misconduct through
more effective action by teachers. For some of the most popular
techniques (Dreikurs, 1968; Glasser, 1969; Gordon, 1970) there is little,
if any, data documenting their effectiveness in even this limited aspect
of the discipline problem. As Patterson (1971) points out in his review
of token culture classrooms, there is considerably less evidence
supporting the carry-over effects on students after they leave these
special classrooms, and little evidence that decreases in "deviant
behavior" are accompanied by increases in learning.
A possible exception may be PREP, a token-economy program for 80
normal junior high school students (Center for Studies of Crime and
Delinquency, 1973), who are taught two academic subjects, interpersonal
skills and have parental tutoring. "This... has brought a short-term
reward for students in terms of higher grades in all classes, better
test results in English and math and improved relations with teachers,
parents, and their friends.' 1 (p. 6) These encouraging results may
reflect PREP's specific concern for broader outcomes and fuller
integration with the regular schooling of these students.
Social literacy training, from the outset is concerned with a
broad range of outcomes. Increasing the amount of mutually agreed-upon
learning time (MALT) is a mediating variable that should be reflected
in increased respect and affection for teachers (Disciple-ship),
increased participation in the control of classroom activities (self-
regulation discipline) and decreased numbers of referrals and suspen-
sions (Disciplinarian actions).
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learning time (MALT) is a mediating variable that should be reflected
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The nuclear problem solving process
Alfred Alschuler and Nellie Santiago-Wol pow*
University of Massachusetts
School of Education
*This process was developed in conjunction with teachers in an urban
school system in New England.
Milt Van Vlack was an AV specialist for twelve years. Last
September he went back to the classroom. After two months he was
convinced the he had lost his touch. No teaching or learning was
occurring in his classes because of discipline problems. Being
familiar with AV technology, he placed a T.V. portapack in the corner
of the room and videotaped three classes. After reviewing the tapes,
he counted an average of 21 interruptions per class period, and had a
total of three uninterrupted minutes per class available to teach.
However, most students were not paying attention during that time
because the momentum of disruptions maintained their attention else-
where. Finally, he recognized that the vast majority of the disruptions
were not under his control e.g. calls on the phone from the front
office, P.A. announcements, students entering class late, hallway
commotion. Mr. Van Vlack concluded, to his surprise, that his original
seif-deprecation was misplaced, that he was not incompetent, as he had
feared, nor did he simply have a difficult group of students. Both he
and his students were being victimized by regular patterns outside their
control
.
Mr. Van Vleck decided to take this problem to his social literacy
group, 8 colleagues who meet regularly to solve the daily problems that
create stress or block learning and teaching in the classroom. Social
literacy is a collaborative problem-solving process in which a small
group of people in a school NAME a troublesome conflict incident,
ANALYZE the larger, repetitive pattern it illustrates, BRAINSTORM
alternative solutions, then make PLANS that meet conflicting needs in
a mutually acceptable way. Over the last six years, groups of teacners
in two urban secondary school systems in New England have met with
members of the University of Massachusetts School of Education to
invent socially literate methods that solve patterns of discipline
conflict. The Nuclear Problem Solving Process, one of these techniques,
is a simple 20 minute activity. It is "nuclear" both because it is
the irreducible core of social literacy and because, potentially, it
is extremely powerful, like a nuclear reaction.
The Nuclear Problem Solving Process can be used by groups ranging
in size from 2 to 7 or 8, a practical maximum if the process is to
work efficiently and include everyone's point of view. We recommend a
group size of 3 or 4. Before starting, one person volunteers ot be
the "problem-poser. " After the problem-poser is selected the group
works toward a solution in four five-minute steps.
STEP 1 Naming the problematic incident
in the first five minutes the problem-poser describes a specific
conflict incident in as much detail as possible. The problem-poser is
the only one who speaks. The others listen as carefully as possible
trying to understand what happened. One colleague keeps time and
signals when the five minute period is over. The problem-poser must
stop immediately, even if the problem incident has not been described
completely. In subsequent steps, the problem will be explored further
from other perspectives.
The problem incident may be an interpersonal conflict, a larger
classroom problem or a school-wide difficulty. Milt focused on the
difficulty of getting time to teach. Other problem incidents have
included a student who always came late to class, a student who
constantly wanted and needed individual attention beyond the teacher's
available time, an out-of-control classroom, a troublesome school rule
requiring all teachers to be hall monitors during the five minutes
between classes.
In describing the incident the problem-poser may wish to respond
to the following questions. If they are helpful, use them. If not,
the problem-poser simply should describe the incident as fully as
possible.
What wat the problematic incident?
Who was involved? What happened? What did you and the other
person say, do, think and feel?
What led up to this incident?
What was the prior history? What experience in the problem-
poser's life preceded the incident and set the stage for this
incident? What experiences in the other person's life that day
set the stage for this incident?
What were the consequences of the incident?
What was the sequence of events after the incident? How did
you feel afterwards? How do you think the other person felt
afterwards? What else do you think will happen if this conflict
is not satisfactorily resolved?
STEP 2 Analyzing underlying patterns of conflict.
Most approaches to discipline conflict focus on specific
incidents or individuals: Student's behavior is systematically modi-
fied by new reinforcement schedules, reality therapy plans are made
with an individual, a student's values are clarified, or a no-lose
conflict resolution is devised. Unfortunately any approach that
deals with incidents rather than patterns ultimately may not be very
helpful. By analogy, suppose you are a doctor in South Asia. A
patient with malaria arrives, you prescribe drugs and achieve a cure.
Then another, and another and yet another malaria victim comes to you.
Even if you cure each person, the basic problem of the malaria epidemic
continues. Seeing the problem as an epidemic leads immediately to
different types of solutions. In this example, primary prevention, ...
getting rid of malarial mosquitoes in swampy areas. Similarly, most
discipline incidents are clues to larger conflict patterns of epidemic
proportions. We must find methods of primary prevention of conflict
patterns if the general level of conflict in schools is to be reduced.
Dealing with incident after incident is too inefficient. We
counted the number of discipline incidents in normal 43 minute junior
high school classes i.e. any event in which students' attention is
distracted from the subject matter discipline. There are 30-50 such
incidents per period. Often less than fifty percent of the period,
even in well-conducted classes, is spent attending to the instructional
material. This is a problem of epidemic proportions. Teachers simply
do not have enough time to develop a realistic plan for each incident.
Social literacy groups search for patterns of conflict, rather than
focusing solely on specific incidents or individuals.
The purpose of step one was to start with a grounded, real event.
In step two, the objective is to oncover one or more patterns illus-
trated by that incident. In the simplest terms, a pattern is any event
that occurs more than once. Obviously it is advantageous to identify
broad, but not cosmic patterns if a significant improvement is to be
made. Patterns may exist in interpersonal relationships between students,
between the teacher and student, in a teacher's behavior, in the organi-
zation of classroom activities or in school rules, policies and informal
norms. Here are a few examples of conflict patterns: the milling game
at the start of classes, rough housing and running in the hallways, a
long-term repetitive conflict between teachers and the school counselor
or administrator, inadequate time to prepare for class, do paper work
or attend to significant crises.
During this second five-minute period the problem-poser responds to
questions, fully, but quickly. The problem solving group should take
only five minutes to search for patterns. Do not be concerned if you do
not agree on the one best pattern illustrated by the incident. In
step 3, you will come back to the incident and patterns from still
another perspective.
The following questions may be helpful to ask the problem-poser.
Please complete each of the following three sentences as many
times as you can.
What I really wanted in this situation was
What the other person(s) really wanted in this ‘situation
The basic conflict was
How does this incident illustrate a pattern?
ujaw ,
H* S thisincident occurred before? Have you reacted in this
way before? Has the other person? Has the type of incident
occurred with other people involved? Is this a pattern for the
class? For other teachers? For the whole school?
. If this pattern were described as a game, how would you "make
pomts?' How would the other person "make points?" If you were
to write a rule book so that another teacher could play this
game exactly as you did, what would those rules be? What would
be the rules for the other person(s)? What would you title this
game?
STEP 3 Brainstorm system-blame solutions
Originally Mr. Van Vlack thought he was to blame for the problems
in his classroom. It was an understadable error. From our early
independence training at home, through school and work settings we
have been taught to take responsibility for our lives. This pervasive
person-blaming mind set has at least two unfortunate consequences.
First, sometimes we are victims, like Mr. Van Vlack, mistakenly and
unnecessarily feeling totally responsible for problems we have not
caused. Even if we are responsible at times, changing our behavior
may not solve the larger problematic pattern.
A second unfortunate consequence of the person-blaming mind-set
is the tendency to blame other students or teachers. Even when it
may be partially justified, usually it does not lead tp effective
general solutions and does foster more interpersonal conflict. For
instance, in one school of over 40 teachers, one teacher was "respon-
sible" for fully a third of the discipline referrals to the front
office. Typically such teachers are tagged as "killers" and are
blamed silently, warned officially, punished by poor recorrmendations,
or by denial of tenure. The principal in this "killer" teacher's
school investigated the situation and discovered that hardware was the
problem. All the desks were bolted down, requiring the teacher to
lecture or patrol the aisles. She did not like to do either. The
students shared her distaste and rebelled in ways that led to front
office referrals. The principal solved this problem, not by blaming
the teacher or the students, but by establishing a quad system the
next semester. In a group of four, the "killer teacher" spent her
time providing individual help while the other teachers conducted all
large group sessions. Literally overnight the killer teacher became
a saint and her referrals dropped to zero.
Socially literate solutions to discipline problems involve
changing system causes of conflict patterns. By a system-blame
solution, we mean changing the rules and roles that govern people's
behavior in school. These may be the implicit rules and roles in
classroom games such as "milling," "the pencil sharpener game," etc.,
or the explicit rules and roles in the classroom or the school. For
instance, the social literacy group in one of the school systems
examined a seemingly endless parade of specific discipline incidents.
Students were testing the limits almost everywhere trying to see what
they could "get away with." However, instead of instituting a mass
crackdown on individual students, they searched for, and found a
system-blame explanation: the school lacked a consistent set of rules.
This led to extensive person-blaming. Teachers accused students of
taking advantage of the situation and blamed other teachers for not
enforcing the rules. Administrators blamed teachers who returned their
accusations in full measure by claiming that administrators were
inconsistent in their enforcement. This particular social literacy
group catalyzed the participation of the entire school in generating
a list of basic rules to be included in a new student handbook. Each
"house student council," "cluster group," "special area group," the
secretarial staff, administrators
,
etc. have suggested at least five
rules to be included in the handbook. A representative committee is
pulling these suggestions together for school-wide discussion and
approval. This democratic process should help make the new rules
workable.
Ultimately these types of system-changes in rules and roles are
both more efficient and more just. That is obvious when you think
about the fact that 100% of the people suspended from school are
students. It is simply not reasonable to assume that 100% of the
conflicts in school are caused by students. Thus, suspensions reflect
a certain amount of injustice. By focusing on system-blame solutions
that change rules and roles, rather than punishing people, this
injustice and victimization can be reduced. For example, data in one
school system showed that over a seven year period, the number of
short-tenn suspensions had risen 747%. This pattern called for a new
solution since obviously the
-get tough" policy had resulted only in
more suspensions of individual students. Instead of blaming individual
principals, assistant principals, or teachers, a district-wide
suspension committee addressed this problem col 1 aboratively. They
discovered that some schools within the district had dramtically
lower suspension rates. By comparing the operating rules and roles,
rather than the people in these schools, the suspension committee
realized that where the rates were lowest, one of the two assistant
principals always was in the front office. The other assistant
principal spent time in the classrooms helping teachers deal with
problems in organization, the curriculum or instructional style. These
roles and rules kept referral and suspension rates low in contrast to
other schools where both assistant principals devoted full time to
correcting or suspending individual students in the front office.
In step three, participants conduct a five minute brainstorming
session to identify the rules or roles in relationships, classrooms,
the school or school system that could be changed to solve the problem .
Keep four rules in mind as you brainstorm.
1. Generate as many alternatives as possible, but at least 10.
Don't worry about quality. The best ideas can be selected
later. The ideas should be stated briefly.
2 .
3.
There should be absolutely NO evaluation of alternativesduring this phase e.g. "Yes, but I tried that, and..."
ihat wouldn t work because..." The problem poser should
record al_l_ suggestions, however silly or implausible. Thebest alternative will be refined in the next step.
Let your imagination soar. Wild ideas often contain a
crucial element of a creative solution.
Let yourself build on other people's ideas by suggesting a
variation or modification. The problem poser also may
suggest alternatives.
STEP 4 Develop plans to implement at least one alternative
solution
The objective of this last five minute period is to help the
problem poser develop the enthusiastic feeling of "Yes, that's some-
thing I'm going to try. It looks like it could work." To move toward
that existential state the problem poser selects one of the brain-
stormed system-blam alternatives that appears to have the greatest
potential for resolving the conflict pattern. The the colleagues help
develop that alternative into a step-by-step plan of action. What
obstacles may arise? How can they be overcome? What support does the
problem poser need to carry out the plan? It is quite helpful for the
whole problem-solving group to agree on a time and method (a note,
meeting or phone call) for finding out the results. This acts both as
an incentive to action and as a source of additional help if the
original plan runs into unexpected difficulties.
Sometimes difficult problems have simple straightforward solutions.
A physical education teacher at one of the schools was having a
systematic problem with his star basketball player. So were other
teachers. The young man refused to foil owe the rule: "no hats on in
school." At one point, a conflict with a teacher developed, a threat
was made and the young man was suspended. The physical education
teacher was asked to intercede. Rather than force compliance with
threats or entice compliance by appealing to the needs of the basket-
ball team, the teacher decided to see if this was a conflict between
the school rules and some "implicit" rules governing the student's
behavior. In discussions with the student, both sets of rules were
clarified. The rule helps the school identify outsiders and monitor
students' moves in and out of school. The student countered with the
la^t that he had joined a Jamaican group over the summer. "Wearing a
hat," he said, "is part of my religious belief and practice." The
teacher continued a collaborative problem-solving approach with the
student by considering the available alternative solutions:
1. Continue wearing the hat in school and take the
consequences.
2. Get out of the group and follow the school rule.
3. While in school follow the school rule. When outside
of school, follow his religious practice by wearing
his hat.
4. Attempt to change the school rule for everyone.
The student picked the third alternative.
"I felt that after my conference with the student, he really
understood all implications and was happy to pick #3. Since then his
attitude is great, his attendance and academic work are better and he
seems to have matured a great deal in the past month."
Sometimes socially literate solutions are implemented out of
desperation. Another teacher in one of the school systems was on the
verge of quitting. As a retired naval officer who had been teaching
for fifteen years, he knew the meaning of discipline, and had a
reputation for being a tough disciplinarian and a budding Mr. Chips.
This year, however, one of his classes was chronically out of control.
Students were throwing everything: chairs and books on the floor, paper
airplanes, nails, punches and insults. After meeting with his social
literacy group, the teacher, in desperation, decided to try a
collaborative problem-solving process in his class.
"I hat coming to this class. And I think you hate coming to
this class too.' 1 The teacher's honest opening statement stunned the
class into silence. "I don't expect you to be angels or to learn
everything, but I would like the atmosphere to be such that you and I
enjoy coming to class. Maybe it's my fault for setting up too rigid
rules. I'm going to try something. For the next two days we're
going to forget about the subject matter. We're going to discuss how
we can improve the situation. I want you to suggest the rules for the
class. As long as it's within what the school board says is okay, we
can try it."
The class offered 30 rules, which, after further discussion were
pared down to 15 mutually agree-upon rules such as:
"Homework only three nights a week
Fewer referrals to the front office
More movies
Instead of yelling, the teacher should look at us
Work in teams of two or four
Do research reports
Use more educational games"
The rules went into effect for the remainder of the week.
Teachers walking by the classroom noticed the drop in noise level and
asked what had happened. "It's not perfect," cormiented the teacher,
"but compared to what it was before, it's like night and day." The
next week the teacher was ill and out of school for several days.
During his absence, one of the students told him later, there had been
a prayer meeting at home and that they had prayed for his recovery. On
returning to the class he was greeted by applause and a large sign on
the blackboard, "Welcome back."
"I almost keeled over. There's more to teaching than disseminat-
ing information. This is waht makes teaching worthwhile."
The examples of problem-solving all focus on collaborative efforts
to change rules and roles that define patterns of conflict. The
examples also illustrate useful variations in the Nuclear Problem
Solving Process. It can address conflicts between two individuals, in
a whole class, a school or even at a district-wide level. It can be
dene by a group of teachers, with students or even include parents.
It can be accomplished in 20 minutes or the steps may be extended over
a longer period of time. No matter what variation is tried, however.
the steps and intent of the social literacy process remain the sane:
begin with a specific conflict, identify the pattern it illustrates,
col laboratively search for changes in the conflict producing rules
and roles and develop a mutually agreed-upon solution.
The The Nuclear Problem Solving Process is a tool and only a tool.
It can be misused. A small group of teachers could col laboratively
plan a solution, then try to impose it on students unilaterally or
create a new conflict with administrators in trying to get their
solution adopted. In such cases the tool has been used but the
underlying values will have been violated. The best guides are a
steadfast commitment to dialogue, mutual respect and a desire to
actualize the socially literate ideal of democratic action. The the
Nuclear Problem Solving Process may help reduce the number of victims
in school and increase the number of loving relationships.
For additional information, write to the Social Literacy Project,
456 Hills South, University of Massachusetts, Amherst, Massachusetts,
01003.
SOCIAL LITERACY INSTITUTE
Some guidelines for assessing the degree to which problem-
solving is socially literate
The heart of social literacy is collaborative problem solving.
To the degree that stresses and conflicts are accepted as "facts of
our daily existence," we are not socially literate. Not only must
these troublesome aspects of our daily life be seen as "problems,"
but they need to be resolved col laboratively
,
if we are to be
socially literate. We can forget about all the philosophy, all the
techniques for naming, analyzing and solving, all the issues sur-
rounding discipline, desegregation and schools ... everything except
working with others to solve common problems in ways that are satis-
fying to everyone involved
. That is the essence of social literacy.
All else is simply an elaboration or an application of this core com-
mitment.
It may be useful to have a simple scoring system to help evalu-
ate the degree to which our problem solving is socially literate, not
for the purpose of setting Olympic social literacy records, or for
the purpose of one person judging another. The "scoring system" is
meant as a tool to be used by groups to check their own work, to
remind themselves of what is essential and to more completely
actualize the core commitment to collaborative problem solving. The
questions below can be used as a check list after planning a support
group meeting, after a nuclear problem solving process, after using
any o< the other social literacy problem solving techniques, after
writing a sustained application plan, or after the implementation of
any problem solution.
1.
What is the problem?
Treating each conflict or problem as if it were a unique event
is a typical response but is inefficient. A pattern is any problem
that has occurred more than once. The more frequently it occurs,
the more important it is to resolve the pattern. Or, put differently,
it is most efficient to focus our energies on significant patterns.
Patterns may involve a student or a teacher repeatedly, a "typical"
conflict in a classroom that involves a number of different students
over time, or it may be a school -wide pattern. Score +1 if the prob-
lem is a pattern .
2.
Where is the problem?
Whenever we want an individual to change so that she/he acts
properly, behaves, plays by the rules, we are assuming the problem is
in that individual. Whatever the justification, whenever we name the
problem as in an individual, we implicitly or explicitly blame them.
Any problem can also be seen as being in the system . A system con-
sists of the rules that govern the roles in any situation. The rules
and roles can be explicit, public and stated, or implicit and unver-
balized. Do you identify the problem as being in conflict producing
rules and/or roles or in a misbehaving person. Score +1 if the prob-
lem is in the rules or roles of a situation.
3.
How many system change solutions did you consider?
Did you consider the problem as an interpersonal conflict pat-
tern, and as an illustration of a more general classroom convict
pattern, and also as an example of some troublesome aspect of regular
school functioning? There are implicit and explicit rules and roles
at each level of the pattern. And at any level there are several
alternative rules and roles that might resolve the problem. Score +!_
if you considered several alternative changes in rules and roles .
4. Is the problem solving process democratic?
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5. Is the solution mutually agreeable and satisfying?
This question simply asks whether all the people involved like
the solution. Does it meet some need they have, in a way that does
not violate someone else's needs. Very often we ask students to
change their behavior to satisfy a need of "the system," a rule made
for thecommon good. While this is important, it is not enough. Can
a solution be found that is satisfying to "the system," and to all
the individuals involved? At minimum this requires knowing what the
various needs are and checking to find out if they are all met.
Score +1 if the solution is mutually satisfying .
6. Is the solution sustained?
Obviously a problem is not solved if a solution is attempted but
doesn't work, or if a workable solution is implemented, but the prob-
lem comes back. Keeping at the problem is the key here. Score +1 if
the problem seems to be permanently solved .
Summary of the guidelines for socially
literate problem solutions
SCORE
0 +1
1. What is the problem? an incident a pattern
2. Where is the problem? in individuals in rules and/or
roles
3.
How many system change solu- one
tions were considered?
4.
Is the problem solving Not everyone
process democratic? affected was in-
volved in solving
problem.
several changes
in rules and
roles
People affected
were involved
in solving the
problem.
5. Is the solution mutually
agreeable and satisfying?
Not everyone's
needs are met.
The solution is
satisfying to
everyone.
6. Is the solution sustained? The problem has
returned.
The problem has
remained solved.
Obviously this is a crude six point scale. Each guideline
really refers to a di„,ension, not an either/or criterion. Any inci-
dent can illustrate patterns at one, two or m0 re levels. Rules and
roles exist at all those levels. There is a difference between con-
sidering 1, 2, 10 or 20 alternative solutions. Sometimes not every-
one can or wants to participate in the problem solving process, nor
is it often that problem solutions are completely satisfying or per-
manently solved. Therefore, use these guidelines to the degree they
are helpful in orienting you or providing perspective on your work.
The "scoring system" moves in the direction of being more objective
about what constitutes a "Good" socially literate solution.
We imagine that as each social literacy group meets to work on
common problems, they will want to keep these six criteria, these six
concerns, these six values in mind. While it is true that the immediate
concern of the social literacy group is to solve a specific troublesome
problem, the simultaneous larger purpose is to actualize, realize or
concretize certain values, literally to make those values actual, real
or concrete: to reduce the pain and victimization people experience,
to permanently increase the amount of mutually satisfying social inter-
action, to increase people's humanness by engaging them in the uniquely
human processes of coll aboratively naming, analyzing and changing the
systems that govern their lives.
SOCIAL LITERACY INSTITUTE
Reporting Socially Literate Problem Solving
Sharing your successful experiences with other teachers is an
essential element of collaborative problem solving. In this way your
colleagues can learn about a problematic pattern similar to ones they
face, your analysis of the causes, the alternative solutions you con-
sidered, and what you did to solve the problems democratically, and
in a way that was satisfying to everyone involved. As you describe
your success story, the key question to keep in mind is this: "What
should I write that will help another teacher like myself?" To
facilitate this process we have suggested six specific questions to
which you may wish to respond. These questions are amplified and
explained in the "Guidelines for assessing the degree to which prob-
lem solving is socially literate." However, there is nothing sacred
about these questions or their sequence. If they are helpful in des-
cribing your experience fully, use them. If not, don't. Some
teachers have found that working with another teacher is particularly
helpful in getting a complete story. One teacher asks the questions
and records the answers while the other teacher is freed to concen-
trate on what happened. Then the teachers switch roles. You should
do what works best for you in creating a full and useful report.
I. What is the problematic pattern? Can you also describe a
recent incident that illustrates the pattern?
II.
III.
IV.
What are the system causes of the problematic pattern?
What alternative system-change solutions could be considered?
How did you democratically (col laboratively) seek and imple-
ment a solution? What obstacles were encountered?
Was the solution agreeable to all, or most of the people in
volved? What were other results?
Has the solution been sustained? i.e.. Is the solution applied
consistently and continually? Is the improvement stable?
NAME SCHOOL
~
“DATE
Feel free to use both sides of the paper for your report.
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I. Introduction
This measure of mutually agreed upon learning time (MALT) is a
systematic method for assessing the percentage of time during a class
period that students are attending to instructional material. The
value of MALT is based on two assumptions:
(1) Students only learn when they are paying attention to instruc-
tional material. Even Pavlov's dogs did not learn to salivate
when they were not attentively listening to the bell i.e. had
bored flopped down ears. Initially Dr. Allen Cohen developed
this measure to establish scientifically that there is a direct
and positive correlation between MALT and how much students
learn. In the classrooms taught by teachers judged "excellent"
by their principals, MALT ranged between 50-60%. Dr. Cohen's
special interest was to create "maximum intensity" reading
classes for disadvantaged youth in the New York City public
schools. He was able to double MALT from about 45% to 80%, a
practical maximum (no one can pay attention 100% of the time).
The result was doubled reading gain scores.
(2) A second assumption behind this measure of MALT is the impor-
tance of teachers and students col laboratively focusing on
instructional material. Either students or the teacher can
unilaterally destroy MALT, for example, by a teacher digressing
from the instructional material, or by students letting their
attention wander. The fact that only 50% of class time on the
average is MALT raises an obvious question: What kinds of
non-collaboration are occurring during the remaining unproductive
class time? Our measure of MALT indicates some of the competi-
tive teacher-student "games" during the remaining unproductive
class time. Our measure of MALT also indicates some of the
competitive teacher-student "games" that take place during the
remainder of the class period.
Many teachers are shocked to find that their "orderly,"
“upper-track" classes have such low MALT e. g. 40-60%. But often five
to ten minutes at the beginning of class is spent taking roll, getting
students seated and books opened. Another five minutes may be used
at the end of class preparing for the track race to the next class.
This is about 30% of a 43 minute period in which no instructional
material is present; therefore, there can be no_ attention to instruc-
tional material. There are additional normal interruptions e. g.
announcements over the P.A., discipline incidents or digressions.
During the remaining class time in which instructional material is
present only 2/3 of the class may actually be focusing their atten-
tion on the instructional material, even if it appears orderly and
cooperative, at any point in time, the net effect is a MALT score of
about 40-50%.
We believe there are four basic causes of low MALT scores, each
an aspect of the "discipline problem."
1. Failure of the subject matter Disci pi ine to sustain students
attention
2. Inability of students to adequately regulate their own atten-
tion (discipline, in the sense of self-regulation)
3. leachers not spending time on instructional material because
they are engaged in disciplinarian actions
4. Lack of a mutual respect and caring relationship between
students and teachers (this is a discipline problem in the
root meaning of the word, disciple-ship)
Thus, improving MALT involves solving the discipline problem in
any or all of these four ways. This is one of the main goals of
social literacy training.
In the context of social literacy training, this measure of MALT
is used for several purposes: (1) to obtain objective data before
and after training to measure improvement, (2) to initiate a focused
dialogue during social literacy training about the array of specific
discipline problems, (3) to insure that solutions to the discipline
problem are relevant to specific classrooms, and finally, (4) to
provide ongoing feedback after social literacy training to help
teachers continue improving the quality of education and the quality
of interpersonal relationships in their classrooms.
While this measure of MALT can be used in many ways, it has been
designed for use in conjunction with a full social literacy training
program. This includes pre-course MALT assessment of teachers'
classrooms (Framing the problem), simulation games of classroom
conflict situations (Gaming), conceptualization of key terms to des-
cribe the discipline problem (Naming it), relating these concepts to
one's ideal teacher role, values and classroom (Claiming it), invent-
ing solutions to the discipline problem (Taming it) and designing
ways of carrying out these solutions in the classroom (Aiming it).
We strongly recommend that this manual always be followed by collabora-
tive attempts to improve the situation it diagnoses. If it is used
by researchers solely for data gathering purposes, it exploits
teachers and students. If the data generated by this measure is not
followed by effective problem solving, the data may just be depres-
sing. Social literacy training provides a method to start with this
essential assessment then build towards a better classroom climate
for everyone.
II. How to Assess MALT in a Classroom
Any new person in a classroom changes the dynamics and climate
of the class. To minimize this effect (in order to obtain as accurate
an assessment of MALT as possible), the observer should have a pre-
observation conference with the teacher and also with the class.
After the observer's presence in the classroom is legitimized and
clarified, s/he attends the class on the designated day, sits in a
frontcorner seat before class begins and chooses ten students to
observe whose faces can be seen. Every four minutes the observer
records an assessment for each of the ten chosen students. If no
instructional material is present at the time the observation begins,
all ten students receive a 0. If instructional material is present,
the observer looks at each of the ten students in sequence, long
enough to assess whether they are attending (+) or not attending (-).
In a normal 43 minute period, this results in 100 observations (ten
students during ten observation periods). The percentage of MALT is
simply the number of pluses recorded during the period.
Typically, the observation of the ten students does not take
four minutes. In between MALT assessments the observer records the
types of activities, "games", or other specific comments on what is
happening at the bottom of the MALT assessment chart. After the MALT
assessment of the class, the observer should meet with the teacher
and/or class to discuss the results of the observation.
A. Pre-Observation Conference
Collaborative negotiation is essential in all phases of social
literacy training. MALT assessment must be a mutually agreed activity
between the teacher, students and observer in order to avoid an unfair
imposition on the class, an unnecessary climate of threat or mystery
and other negative consequences. A pre-observation conference with
the teacher is necessary to clarify the purposes of MALT, and how the
data will be used as well as to plan an acceptable entry into the
class. The following questions are apprpriate topics for discussion
during the pre-observation conference.
1. If the teacher has not initiated the request for a MALT assess-
ment, is s/he rully agreeable to having a MALT assessment?
2. Does the teacher have any conditions? e. g.
. agreement by the students in class
. confidentiality of the results
. any requests to observe something in particular durinq
class a
• the nature of the feedback s/he wishes to receive to
maximize the usefulness of the observation.
3. Is the teacher clear about what data will emerge from the MALT
assessment and how it can be used in the social literacy
training?
4. What steps should be taken to solicit the agreement of the class
and to make the observer's presence as non-disruptive as possibl
Here are some suggested "Do's" and "Don'ts" for the observer to
bear in mind during this conference:
. do let the teacher read the MALT Manual, especially the
introduction
. convey to the teacher that a normal MALT score ranges
from 40-60%
. encourage the teacher to teach in his/her everyday style.
Special lesson planning is unnecessary
. do not raise questions that may undermine the teacher's
style in class
. do not force this MALT assessment on teachers
. avoid introducing novelties or any special directions*
3. Observation Procedures
The observer should be in the class in a front corner seat prior
to the opening bell. This requires that the observer's presence be
understood by the class before the observation occurs. Also, ap-
propriate information on the MALT scoring sheet should be filled out
before class begins i.e. names of the observer and teacher, the date,
the specific times that each of the ten sets of observations began,
etc. If a stop watch is used to signal the beginning of each set of
observations, it should be started as soon as the bell rings.
Immediately choose ten students in the class to observe during each
four minute period. They may be any ten students, but it is essen-
tial that the observer is able to see their faces as clearly as pos-
sible, and observe the same ten students each observation period. The
first set of observations should begin one minute after the bell rings.
When an observation period begins the observer must make an ini-
tial decision: Is "instructional material" present or not? If it is
not, all ten students are scored 0 in the appropriate row on the score
sheet. If "instructional material" is present, the observer looks at
each student in sequence and makes a quick decision (usually 4-5
*For a more extensive discussion of the relationship between a class-
room observer and teacher, see Robert Goldhammer's Clinial Supervision ,
New York, Holt, Rinehart and Winston, Inc., 1369.
seconds is sufficient) about whether they are attending (score a +
in the appropriate cell in the row) or not attending (score a - in
the appropriate cell).
It is not possible, nor expected that the observer always will
be able to make absolutely accurate decisions about whether instruc-
tional material is present and students are attending. The following
definitions and examples should increase the validity and reliability
of the observer's decisions.
1 . Is instructional material present?
Instructional material is whatever subject matter or learning
activity the teacher indicates is an appropriate focus of attention
for the class period. Instructional material may be designated pub-
licly e.g. open your books to page 387. During the time students
are opening their books, instructional material is not present. Only
after they are reading or listening or discussing the designated
material are students attending to the instructional material. The
appropriate instructional material may also be designated to individual
students, if the students have been told previously that they must
choose from a number of available options. The way in which appropri-
ate instructional material is designated varies from class to class.
However, there are a number of clear instances indicating that instruc-
tional material is either present or not present.
Instructional Material
is present when: is not present when:
the teacher is lecturing the teacher is taking roll
and the students are waiting
students are reading the teacher is distributing
materials
students are reciting the teacher is reading
announcements
students are responding to
subject matter questions
the teacher is preparing
students for work, giving
instructions, directions,
etc.
audio visual or other media
presentations are being made
the teacher stops the class
for writing hall passes,
tardy slips or to listen to
the P.A. announcements
the teacher stops class to
give a mini lecture on good
behaviour
the teacher responds to
irrelevant, digressive
questions
the teacher stops class to
deal with a discipline
problem
In deciding on whether or not instructional material is present,
bear in mind two coveats (1) during the observation of the ten
students, instructional material may disappear i.e. the teacher may
stop the class to deal with a discipline problem. When this occurs,
immediately give the remaining students being observed a 0 (2) the
decision reflects presence or absence of instructional material. It
is not determined by the quality of the presentation.
2 . Are students attending to the instructional material?
Ultimately it is not possible to know for sure whether students
are attending to the instructional material. A fixed stare may be
rapt attention, or intense daydreaming. In attention usually is more
obvious. The single best way to judge attentiveness is to look at
the students' eyes. This is why it is important to be able to see
the faces of the ten students being observed. If the observer is
unsure about whether or not the student is attending, the student
should be given the benefit of the doubt. This will result in a
slightly inflated estimate of MALT, but if the positive bias in the
observer's judgments is consistent from class to class, the net
effect will be to produce equally valid MALT scores. For example,
even if the MALT score before social literacy training is 50% and the
MALT score after training is 65%, so long as both scores are equally
inflated, e.g. by 10%, the change (15% in this example) is an
accurate measure of improvement in MALT.
Attention should be judged
+ when the student
- when the student
seems to be looking at the teacher
or person reciting the designated
written material
is not looking at the desig-
nated material or person e.g.
out the window, comic books,
a note from another student
is participating in oral recitation is passing notes, drumming on
the desk, throwing objects
across the room, combing hair,
smacking gum, or making dis-
tracting noises (grunts,
singing and shrieking)
is reading from a designated piece
of written material
is whispering conversations to
another student
is asking appropriate questions is playing a discipline came
such as milling, the personal
question game ("Hey, Teach,
are you pregnant?"), the hall
pass game
is engaged in designated writing
or calculating
is sleeping
Observing ten students usually takes about one minute, leaving
three minutes until the next observation period starts. During this
intervening time it is important for the observer to write comments
on the MALT scoring sheet in the appropriate area to the right of the
row of observation cells. These comments may describe the kind of
non-instructional activity that is occurring, the activities of par-
ticular students other than the ten who are being observed, reactions
to any questions or issues the teacher has raised in the pre-
observation conference, or anything that is relevant to the social
relations of the classroom. In addition, there is a list of the most
frequently occurring student and teacher moves and games beneath the
observation chart. This provides a convenient opportunity to keep a
tally of what is happening in the class by checking the appropriate
move or game. Knowledge of the content and purposes of the social
literacy training should help the observer decide what comment to
make that may be most useful subsequently as teachers attempt to deal
precisely with the specific problems in their class.
At the end of class, the MALT score is calculated by counting
the number of pluses in the hundred cells, or by summing the ten row
totals.
C. Post Observation Conference
This may occur during a meeting of the social literacy training
group, or individually with the observer, depending on the agreement
i
reached during the pre-observation conference. If the post-observation
conference is private, some of the agenda also should have been deter-
mined in the pre-observation conference. However, many new issues and
questions may arise based on the presentation of the data.
A few words about an appropriate role for the observer during
this phase may be helpful. The first purpose of the assessment is to
diagnose MALT. It is preparatory for mutual, collaborative problem
solving by a group of peers in the social literacy training. There-
fore, it is best for the observer to avoid judgments of quality, or
inundating the teacher with a spate of suggestions. These issues
should be redirected to the social literacy training group itself.
Instead it is better to be openly supportive of the positive activi-
ties that occurred during class and strictly non-judgemental about the
meaning or significance of the precise MALT score and discipline games
that occurred. Open group discussion during the training is the
appropriate time and place to work towards an answer to these value
questions.
III. General Suggestions
A. Establishing reliable MALT scores
Without any special efforts to become a trained observer, two
or more people attempting to get a MALT score for the same class are
likely to derive quite different scores. It is important that
observers' judgements be standardized as much as possible. This can
i
be done by taking the following steps.
1. Two or more observers should observe the same class, then
try to identify the causes of the differences in their row
totals. Based on these discussions, observers should add
to or clarify the definitions of instructional material
and attending and non attending behaviour.
2. The observers then should obtain MALT scores for a second
class and repeat their discussion and write down their
emerging consensus about how to score MALT.
3. Observers then should observe a minimum of five more classes
together. These times without any discussions of their
total scores. If after these five observations by both
people there are no paired scores that differ by more than
10%, the observers are ready to obtain MALT scores
individually.
Occasionally observers should recheck and, if necessary,
re-establish their reliability.
4. If MALT is used for research purposes, a more stringent test
of reliability is appropriate. Specifically, follow steps
one and two. Then each observer should score twenty classes
and calculate reliability using an appropriate statistical
procedure for determining the degree of correlation of the
scores. Training of the observers should continue until the
next set of twenty scores is correlated at a level of 80
or better.
A second type cf reliability is also important, namely how con-
sistent are the MALT scores (a) for the same class from day to day or
(b) across several classes during one day. It is fairer to the
teacher to obtain both types of consistency estimates. The number of
a teacher's classes observed, however, also will be determined by
practical problems of time and availability of observers. One or two
observations are probably sufficient to obtain useful information for
social literacy training. More important factors in determining the
value of the training are its completeness, length and quality.
For research purposes, the number of MALT scores to obtain for
a teacher's class across time or for a sample of the teacher's
classes should be determined by standard research practices for
obtaining a representative sample for a teacher or a group of teachers.
B. Follow-up uses of MALT scores
Too often there is no good way to assess the effectiveness cf a
teacher training activity. MALT is one way among several others
(e.g. referral rates to the front office increased, academic achieve-
ment scores, changes in the level of teachers' and/or students con-
sciousness) to determine whether or not social literacy training is
having a meaningful effect, and to revise the training to be more
relevant and appropriate.
MALT is also designed to help shape the content of the social
literacy training itself. During an early phase of the training, it
can be used to help frame the problem: How much (or little) collabo-
rative learning time occurs in class? What is happening during the
non-learning time, in each specific class? What specific discipline
games occur most frequently that teachers should give priority to
solving? What is the meaning of a MALT score? What is a good MALT
score? What factors determine the level of MALT in a class? Once the
discipline problem in its four meanings is identified, the subsequent
portions of social literacy training provide opportunities to name and
conceptualize the problem clearly, to invent possible solutions and to
develop workable solutions in class.
There are two additional ways MALT can be used to make the social
literacy training maximally relevant to teachers. The specific games,
moves, and comments from the observation sheet can be translated into
"situations” in the Discipline Game and/or used as conflict situations
for role playing during the "Tame It” portion of the course. In both
activities teachers then will have the opportunity to invent solutions
to problems that actually occur in their classrooms.
Finally, MALT scores can be used for several purposes unrelated
to social literacy training. It does appear to be a measure of a
crucial variable in determining how much students are likely to learn
in a class. Therefore, it is an appropriate method for supervisors
to use in helping teachers improve classroom instruction and the
amount of collaborative education. Similarly, it is an appropriate
measure for certifying the competency of teachers or in other types of
classroom evaluation. Obviously, it is an equally appropriate mediat-
ing variable to examine in educational research i.e. what factors
increase or decrease MALT?
In all of these other uses, it is possible to use this measure
coercively or collaboratively. If, for example, teachers' tenure
were based in part on high MALT scores without accompanying methods
to help teachers promote high MALT scores, or perhaps even without
mutual agreement that MALT scores should be used to determine tenure
decisions, then our intentions will have been totally subverted. We
believe that the most humane, ethical, liberating relationships are
those in which peers work together to name their significant realities,
to understand the causes of common problems and to act collaboratively
in transforming the rules, policies, norms and procedures that create
those problems. This is the essence of social literacy.
MALT CHART
Observer:
Classroom:
Date:
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Below are a list of student and teacher moves.
Place a check by the moves you observe.
Basic Student Moves
Communicating to other students
unrelated to lesson: Talking, whis-
pering, lip-reading, passing notes.
Verbally abusing other students:
Teasing, threatening.
Putting down teacher (verbally,
semiverbal ly , nonverbally): Asking
"Why?" to any rule enforcing direc-
tion. Mumbling, shrugging, grimac-
ing in response to teacher.
Complaining about orders :
Defending self by insisting someone
else "started it," and in response
to teacher's order to stop, saying
"I didn't do anything."
Mak ing physical contact with
otner students : Brushing, touching,
pushing, biting. Throwing object
at another student.
Moving around : Getting up to
sharpen pencil or to throw some-
thing in wastebasket. Changing
seats. Requesting hall passes.
Making noise : Tapping foot,
drumming on desk, playing imaginary
harmonica, showing off cigarette
lighter by snapping it open and
closed, giggling, eating, crumpling
paper, banging teeth with pencil.
Making solitary escape : Ignor-
ing teacher, daydreaming, combing
hair, pretending to do work,
sleeping.
Basic Teacher Moves
Starting class : Taking
attendance, giving hall passes
opening doors.
Building : Starting lesson
with potentially encouraging
one from students, making les-
son relevant to students,
building on a personal example
Bantering : Joking to cool
off potentially disruptive
situations.
Using body language :
Pointing, gesturing, snapping
fingers, waiting, staring.
Applying tunnel vision :
Ignoring disruption or
refusing to see it.
Exercising voice (or
sound7~control : Modul ati ng
tone of voice, making loud
noise, slamming door, slap-
ping down ruler.
Implementing rules :
Ordering students to stop.
Invoking sarcasm : "Do
you think you can remember if
I tell you a fifth time?"
Threatening : "If ycu
don ' t. . . I 'll
.
Basic Student Moves
Intruding : Coming in late,
making funny faces through doorway
window.
Forgetting or not bringing
material
s
: Pleading, "My mother
tore it up by mistake."
Declaring independence :
Absolutely refusing to obey an
apparently unjust or demeaning
order.
Basic Teacher Moves
Delivering mini
-lecture
o n good and bad be h a v i
o
r and
its consequences : "She
wouldn't be bothering you if
you didn't turn around."
Implementing threat :
Sending student to office,
giving detention notice,
calling parent.
Making physical contact :
Touching, grabbing, hitting.
Refusing privilege :
Denying hall pass.
Come-back : Any response
to student's response.
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On any one day, look at the faces of students, teachers and
administrators as they enter school. Too many people are tense,
apprehensive, fearful, worried or anxious. And, they admit it,
blaming conflict with peers and authority figures, racial strife,
physical and psychological violence as some of the causes. For
people's health and productivity, the most important sources of
daily stress need to be identified and reduced.
The hunting procedures we describe for finding the most salient
common stresses are one set of diagnostic activities in Social
Literacy Training. Having named key stresses in their lives through
this procedure, Social Literacy groups are then able to search for
systematic causes, and col laborati vely overcome them.
In brief, the stress hunt is a five step process that involves:
1. Generating a long list of the most stressful and the most
rewarding experiences in the daily lives of a group of
students or teachers or administrators by means of a brief
questionnaire;
2. Summarizing these diverse stresses and joys into about 10
categories
;
3. Asking teachers (or students or administrators) to rate the
intensity of each category every day for 1-2 weeks;
4. Rank ordering the stresses in terms of what individuals find
most-to-least stressful;
a careful analysis
5. Following up on the successful hunt with
of causes.
This procedure can be done with a group as small as 4-6 or as large as
40-60 or more. Individuals who have gone through this stress hunt
have found it intrinsically interesting from the process of focusing
on vital stresses, to providing their own words, to monitoring their
daily stress levels, to discovering how much they share with others.
1. Generating the list of stressful and rewarding experiences.
It is common to hear administrators speaking for teachers, and
similarly, teachers for students. One purpose of a brief questionnaire
for identifying stresses is to break this oppressive norm. We need
to know what administrators, teachers and students think in their own
words.
The three key questions are:
(1) What are the three most rewarding experiences in your daily
life in school?
(2) What are the three most stressful experiences in your daily
life in school?
(3) Considering your total experience in school, would you choose
to be a teacher (or administrator or student) if you could be
or do anything you wanted? Why, or why not?
In our own work we have often found that a key stress is the
amount of clerical and paper work. If this interview or questionnaire
is perceived as another piece of "paper work," many will refuse to
respond, or do sc without a serious thought passing through their
cortex. With this caveat in mind, here are some variations on the
basic questionnaire procedure.
Distribute these questions with an explanation to all teachers
in school, or all the students in your classes.
Request a few interesting pieces of background information if
your Social Literacy group members do not know each other well,
e.g. name, grade level, subject area, favorite subjects, hob-
bies, "skills that no one knows I have," etc.
If you administer these questions as an interview in the Social
Literacy group, have each person interview one other person.
Then, the interviewer introduces the person to the group in terms
of something unique or unforgettable that the interviewer dis-
covered.
If you have 4 or more people in a new Social Literacy group, you
may want to extend the three key questions into a more extensive
interview. Here are some possible questions:
When you finish the school day, how do you feel?
At what points during the day do you feel most tired? Most
energetic?
How do you deal with your fatigue during the day?
Do you have another job after school?
How has your health been this year?
Recently, what experience in school has excited or pleased you
the most?
What specific daily events are rewarding to you?
If you could select another position in the field of education,
what would it be?
How could the work environment be redesigned to help teachers be
more effective and happier?
Have you had other jobs besides teaching? What rewards did you
obtain from those jobs that you don't receive from teaching?
What actions by the school district would give you a sense of
reward or recognition?
Have each person in the group interview one other person. After
everyone has been interviewed, have each interviewer introduce one
person to the entire group emphasizing "little known facts about ..."
and what common stresses and satisfactions are shared by this person.
It is quite remarkable and too frequent that teachers need to be
introduced in meaningful personal ways to those people they work with
everyday. This is a good priming activity for an early Social
Literacy group meeting.
In designing a questionnaire to be mailed out for written res-
ponses, keep it short, no more than 15 minutes to complete. Be sure
to keep responses from teachers, students and administrators separate
While it
since the commonalities and differences need to be noted,
is nelpful to get this information from all three groups to identify
common interests, focusing solely on teachers and only those teachers
in the Social Literacy group can be an adequate source of data. If
anyone wants their responses to remain anonymous, that request should
be respected.
The purpose of the interview is to discover common concerns, not
"the dissenters" in school. Respondents should know that data will be
quantified in terms of group profiles. Also, most people want to see
this profile of common categories of stresses, even before extensive
daily rating has occurred. From our experience, people find it reas-
suring to see that many of their concerns are widely shared, not
uniquely their own problems. If these data are gathered in a Social
Literacy group, an immediate open-ended discussion of what people
wrote is often desirable. This sharing of data about problems helps
develop a sense of battlefront camaraderie.
2. Categorize the stresses.
As you read through the list of stresses, some will be unique,
but most will seem clearly interrelated, common stresses associated
with schools almost anywhere. Try to formulate 10-15 (maximum)
relatively independent, non-overlapping categories into which you
can place most (i.e. 90% or more) of the stresses elicited from the
interview. In giving names to these categories, try to stick: with the
words most frequently used by the individuals.
From numerous interviews, Dr. Fred Stopsky from Webster College
in St. Louis, Missouri has developed eleven categories which he
hypothesizes are conventional pressures on the lives of public school
teachers, regardless of where they work or where their school is
located.
1 . Clerical work
2. Interruptions that disrupt the class
3. Discipline problems with students
4. Lack of equipment and materials
5. Lack of teacher input into decisions
6. Rigid curriculum
7. Destruction of school property
8. Conflict with school administrator
9. Problems with parents
10. Class size
11. Lack of planning time
We decided to test this hypothesis in one urban junior high
school in Massachusetts, and found that most of the personal state-
ments made by teachers could, indeed, be classified under one of his
basic categories. However, there were several common responses the
_
seemed to reflect special concerns of these teachers.
Fear of racial strife
Fear of conflict with school administrators
Fear of job termination
Crowded and inferior working conditions
An amorphous set of rules
An inequitable reward system
Pressure to internalize the predetermined teacher role
When the questionnaire was administered to twenty-five classroom
teachers from thirteen schools in three states participating in a
Social Literacy Training Workshop, they too generated original
categories with items that were germane to them as a group, namely:
Problems with peers
Lack of problem solving mechanisms
Feeling of impotency
Problems with sexist and racist attitudes
Lack of personal time
Lack of opportunity to explore the systemic causes of problems
You may wish to use the 11 basic categories and add concerns
unique to your school, or you may want to create a list of categories
from scratch. Whichever you do, try to use naturally occurring titles
for categories rather than names you make up.
This categorization process is not rigid, rigorous, elegant,
symmetrical
,
or highly precise. Nor, correspondingly, is it meani, to
be difficult. This list is a first rough set of categories of
stresses identified in terms meaningful to your group. This same
process can be followed in generating a list of stresses from adminis-
trators, teachers, or students.
3. Collect base rate data on levels of stress.
In order to identify which stresses are most intense for the most
number of individuals, ask each person in the Social Literacy group to
fill out the Stress Form (see sample), every day the minute s chool ends
,
for 10 consecutive days. If students are filling out the Stress Form,
they will need a few minutes at the end of class. The sample form is
completely filled out for illustrative and explanatory purposes.
We have used Fred Stopsky's 11 categories in this sample Stress
Form, but naturally you would substitute your own list. The category
"other types of stress" refers to special events that occur during the
day that individuals want to add to their own records. Because they
will not be common among all individuals they are not added into the
two "totals" (row and column).
We have found in our work that people often skip a category,
assuming that the person processing the information will know that,
if it was not rated, it was not a stressful category. Though this
may often be obvious, there is always the possibility that the person
did, indeed, overlook a significant item on that day. It, therefore,
is best to rate every item at the end of the day.
Another frequent occurrence is that people often falsify their
SCHOOL STRESS FORM
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forms. According to one person, this occurs because "We equate 'very
stressful' with 'loss of control.'" In a group discussion, others
shared their concerns too. They said that often they did not want
others to know they had had a very stressful day. They feared a loss
of respect if their peers really knew the degree of their daily stress
and tension. Others feared that if this information were to become
available to the front office, regardless of the circumstances, it
would threaten their job. Hence, facilitators of Social Literacy
must strive to establish trust and credibility and confidentiality.
4. Rank order the stresses
After each day each person can calculate a column total for that
day to indicate the individual level of stress that day. At the end
of a two-week period a row "Total" can be obtained on the School Stress
Form for each type of stress. This indicates the relative importance
of each type of stress for each person. To summarize this numerically,
use the RANK column (at the far right of the School Stress Form).
Rank order the stresses from 1 (lowest total) to 11 (highest total).
(If two or more totals are tied, give those stresses the same rank
calculated as the average of the ranks of those stresses, if they had
been different and consecutive).
To obtain the rank order of stresses- for the group as a whole, add
the Ranks for each person for each stress using a Group Stress
Priorities Form. This total is in the next to last column at the
GROUP STRESS PRIORITIES FORM
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totals from
right. At the far right, we have rank ordered the 11
lowest (e.g., Stress #11} to highest (Stress #3). In this example.
Discipline problems 1 ' (#3), "Interruptions that disrupt class" (#2)
and "Lack of equipment and materials" (#4) are the three most
important stresses affecting teachers.
5. Follow-up and variations
Having identified the main types of daily stress, the obvious
next problems are to understand the basic causes and to take effective
action that reduces these stresses. Here are a few specific activities
and questions that may be helpful:
What are the specific manifestations of the high stress
category?
Which manifestations are most frequent? Most stressful?
Could these manifestations or stresses be reduced by changing a
school rule, policy, norm or role?
What systematic actions can individual teachers take?
This same procedure can be used with students in a class to dis-
cover what bugs them the most. In one school both teachers and
students rated "interruptions" as the most stressful daily event.
In that school, P.A. announcements and students coming late to class
were two frequent types of interruptions and both were reduced by
changing relevant school policies. When lists of stresses are avail-
able from teachers, students and administrators, there is a basis for
common efforts cr negotiations about trade-offs e. g. students agree-
ing to start class quicker with less hassling in return for five
minutes of free time at the end of class.
Another variation is to conduct this same procedure, but to
identify satisfactions. This can be done simultaneously with the
stress hunt with the dual goal of reducing stress and increasing
daily satisfactions. The stress hunt is not limited to school. One
grcup‘s interest in this process was multiplied when they developed
a group stress form in relation to their marital, family and/or love
life. In all of these variations the objective is for each group to
discover what its own unique prime stresses and satisfactions are,
named with the group’s own words.
This whole process is introductory in the sense that it precedes
analysis and action. It sets a common agenda and common priorities.
Often simply naming the obvious and discovering that other teachers
have very similar concerns is both reassuring and warming. If you
don't know whether your concerns are unique or common it is hard to
be sure you are not crazy and incompetent. Sharing concerns tends to
change the locus of the problem: "It's not just my problem; it's our
problem. It's not primarily my personal inadequacy; the system is
responsible to a large degree." One key underlying goal of Social
Literacy Training is to increase this awareness of system causes of
problems.
The Discipline Game
Developed by the
Social Literacy Project
Alfred Alschuler
Solomon Atkins
James Dacus
Nellie Santiago-Wolpow
Photocopy this manual as many times as you want, but please don't
sell copies above your costs.
For further information about the Social Literacy Project write to
456 Hills South, University of Massachusetts, Amherst, Massachusetts,
01002, or call (413) 545-2047.
Instructions
I. Introduction to the game
The purpose of the discipline game is to introduce players to the
process of negotiating mutually enhancing solutions to classroom dis-
cipline problems as an alternative to unilateral punishment of students.
The process of negotiating solutions also helps identify the needs and
desires that motivate both students' and teachers' actions in typical
discipline conflicts. This process enables players in the game to see
these troublesome situations from different perspectives and usually
leads to the realization that the best solutions satisfy legitimate
teacher AND student needs in mutually constructive ways.
In discussions after playing the discipline game it is possible
to accomplish several other important objectives of social literacy
training: Development of vocabulary to name the typical repertoire
of student and teacher actions (moves) and the typical discipline
cycles in the classroom, initial diagnosis of existing student and
teacher needs that are expressed in these games, clarification of
the nature of good and bad negotiations, preliminary list of possible
solutions to these problems and consciousness raising about the
causes and appropriate responses to classroom discipline problems.
The discipline game is designed for pre- and in-service junior
high school teacher training. However, the game has been very
successfully used with junior high school students and parents.
Also, adaptations can be made to extend its relevance to elementary
and senior high school students and teachers. To derive maximum
ucuei.t from the discipline game it should be used as one part of an
ongoing program of social literacy training that includes several
additional components: "Frame it," the definition and nature of
the discipline problem; "Name it," the basic vocabulary for describing
social relations in the classroom; "Claim it," relating the basic
ideas to one's ideal self-image, cultural values and the demands of
one's own classroom situation; "Tame it," practice in applying these
ideas; and "Aim it," the translation of this approach on an ongoing
basis in the classroom and school.
1 1 . The discipline problem and socially literate solutions
Typically during 50 percent or more of each junior high school
class students are not attending to the instructional material. This
huge loss of learning time is a "discipline" problem in four senses of
the 'word.
i
1. The subject matter (discipline) is failing to sustain
students' attention.
2. Student self-regulation (discipline) is failing to channel
attention on to the instructional material.
3. Attention to learning is preempted by disciplinarian
behaviour by the teacher.
4. Inadequate disciple-ship is failing to sustain a conducive
climate for attention to learning.
While any or all of these factors may be causing a particular classroom
problem, they all result in a loss of mutually agreed upon attention
learning.
Social literacy training begins by focusing on what is going on
during that 50-plus percent of lost learning time. Becoming socially
literate about classroom discipline requires that individuals be able
O) to name the repertoire of discipline games in the classroom and the
basic needs of individuals that are expressed through these games;
(2) to understand how the implicit or explicit rules of these disci-
pline games place legitimate teacher and student needs in opposition
to each other; and (3) to transform teacher-student conflicts (bad
discipline games) into mutually agreed upon attention to learning
(good discipline games). These three components (naming, under-
standing and transforming) are the basic aspects of all types of
1 i teracy.
The "Discipline Game" provides a wide variety of typical class-
room discipline situations that occur during the 50-plus percent of
time students are not attending to instructional material. Players
in the role of teacher or students are given the opportunity to
negotiate mutually agreeable solutions to these conflicts. In doing
so, players name what is happening, understand each other's needs and
attempt to work out mutually agreeable solutions.
III. Overview of the game
The game board identifies various places in school where
discipline conflicts occur. Players progress around the board by
rolling two dice to determine how many spaces they should move. For
each type of place on tne board the leader will describe a specific
situation or conflict that has occurred. After hearing the specific
conflict situation, the player may decide (1) to negotiate a solution
or (2) to accept a written solution that is then read from the situa-
tion manual. If the player decides to negotiate, other players may
participate by investing some of their discipline credits, distrib-
uted at the beginning of the game. Additional discipline credits are
either awarded to them or taken away depending on the success or
failure of the negotiations as rated by the principal on a -1 to +2
scale. If the player decides to accept the written solution,
specific numbers of discipline credits are designated by the situation
manual. One major difference between negotiating and accepting writ-
ten solutions is that all players either win or all lose discipline
credits in negotiations. In the written solutions some players always
win and some players always lose in that situation. When a player
completes one cycle around the board, s/he receives 25 discipline
credits. The object of the game is to earn as many discipline credits
as possible.
I V . The Discipline Game board, "pieces
11
and places
We decided not to “publish" this game commercially because it
would be expensive for teachers. We suggest that you purchase some
brightly colored oil cloth, or similar material, and create your own
game board using felt pens, Polaroid pictures or other decorated
symbols appropriate to your school.'*
Each player in the game will need a distinctive "piece" to move
abound the board. Anything will do: chess pieces, medallions, rings,
colored stones, an eraser, eye patch, band aid, hall pass, book mar-
ker, belt buckle, etc. A set of poker chips may be used for discipline
credits.
There are seven different places represented on the board, each
having conflict situations appropriate to it. The specific conflict
is determined by finding the type of place in the situation manual and
reading the situations in sequence. Read one situation when a player
lands on that type of place. Read the next situation the next time
a player lands on that type of space.**
1. Classroom : the situation manual contains examples of the
types of discipline conflicts that occur in classrooms.
There are three sections in each situation: The "situation,"
the "outcome" and the "basis for negotiation." After hearing
*Lest there is any confusion about our view of "copy-rights" and
royalties, we encourage you to reproduce these instructions and the
game board as many times as you want. Spread them around. However,
we ask that you abide by the spirit of our decision and not sell any
r 0pies of this game above your reproduction costs. Our intention is
to facilitate the process of getting useful educational materials and
procedures to teachers and students at the lowes t possible cost.
**Note to the principal: As an aid in finding the appropriate type
of situation to read, put tabs at the side of the manual on the first
page of each type of situation in the situation manual.
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the situation, the player must decide whether to negotiate
a solution or to accept the written outcome. The written
outcome is read only if and after the player chooses to
accept it rather than to negotiate. If the player decides
to negotiate, read the "basis for negotiation." Three
minutes are allowed for this process.
2. Hazards and hassles ; denote activities taking place in
hallways, stairways, locker rooms. Points are not v/on and
lost in these situations. Rather, they are contributing
forces which propel players into other situations on the
board.
3. School grounds : contains examples of discipline problems
that occur nearby, outside of school. There is no chance
to negotiate solutions to problems found here. The outcomes
are read from the manual
.
4. Guidance : symbolizes the relationships between students and
teachers that end up in the counselor's office. These situa-
tions are specifically concerned with the student and coun-
selor-teacher relationship.
5. The cafeteria : symbolizes the types of discipline cycles
which occur in this area of the school. The outcomes are
random, and no opportunity for negotiated solutions is
provided here.
6. The bathroom : illustrates discipline cycles occurring in the
bathroom. This place includes no win, win-1 ose and win-win
outcomes.
7. Suspensions : occasionally a student is suspended from the
classroom and moves his/her piece to that place for the
designated number of rounds.
V . Roles in the Discipline Game
Up to approximately ten people may play the discipline game at
one time and still maintain fast-paced high involvement.
1. The princi pal: runs the game, has the situation manual,
reads the conflict situations (and, when appropriate, reads
the outcomes), keeps time on the three minute negotiating
period and, finally, dispenses or collects the proper number
of discipline credits.
2. Students and teacher : up to five players are students who
take turns in sequence with a "teacher" (a sixth player)
rolling the two dice and moving around the board. Whenever
a student chooses to negotiate a conflict the teacher must
negotiate. However, neither teacher nor students are
required to reach agreement on the issues.
3. The jury: provides advice to the principal when s/he asks
for it. To facilitate discussion after the game, each jury
member should (1) keep a record of good and bad negotiating
in the game, and/or (2) make a list of the needs expressed
by students and teachers in the negotiations, and/or (3) keep
a list of negotiated solutions to the discipline conflicts.
The size of the jury should be about three. At some point
during the game it may be interesting for the jury members to
exchange roles with the students and teacher.
V I . Rules for the Discipline Game
1. Each player receives 15 discipline credits at the beginning
of the game i.e. one blue chip (10) and one red chip (5) or
five white chips (1).
2. The number of spaces each player moves is determined by
rolling two dice.
3. In classroom situations, after the situation is read, the
player has a choice of negotiating or the player may accept
the written outcome. If the player chooses the written out-
come, it is then read, and that move is over. If the player
chooses to negotiate, there is a three (3) minute time period
beginning after other players have had a chance to invest in
the negotiations. The teacher must negotiate when a student
i
calls i or negotiations. When a teacher chooses to negotiate
/
a conflict, s/he rr.ay choose any one or more of the students
to negotiate with. Those student(s) must negotiate.
4. All players may invest in the negotiations, before the dis-
cussion begins, by placing one to five discipline credits
(chips) on the board in front of them. Any player who in-
vests in negotiations may also take an active vocal role in
those negotiations. Those who do not invest may not speak.
The principal judges the success or failure of the negotia-
tions on a -1 to +2 scale. If a player has invested five
discipline credits and the negotiations were highly successful
(judged a +2) that player gets ten additional discipline
credits (10) from the principal. If negotiations fail badly
and are judged -1, the player must give the principal fifteen
discipline credits s/he has invested. There is one rating for
each negotiation. Thus, all players (students and teachers)
get the same rating.
5. The ratings of negotiations are based on the following
criteria as judged by the principal:
-1 Any negotiations that result in increased misunder-
standing, anger, hostility or conflict.
0 Any negotiations which end in a stalemate, without
apparent willingness to bargain in good faith, seek,
compromise or allow the other party in the negotiations
i
any way to meet their needs. Either party in the
negotiations may produce a "0" rating for the total
negotiations by the unwillingness to enter open,
serious negotiations.
*•1 At minimum, both parties in the negotiations must
demonstrate serious intentions to find a mutually
agreeable solution by their willingness to listen,
to consider seriously the other's point of view,
needs and proposed solutions. The negotiating parties
do not need to decide on a mutually agreeable solution
to ^ earn a +1 rating. However, if playe rs abdicate their
se lf-interests as defined in the situation amTbasis for
negotiation, the negotiations carTonly be rated 0 .
+2 In addition to the characteristics of a +1 negotiation,
the parties must reach a clear, mutually agreed upon
solution to earn a +2. Solutions must reflect a way
to satisfy clearly stated different needs of both
teacher and students to earn a +2 rating.
6. The principal's decisions are final. Obviously there is some
room for differences in opinion about the proper rating of a
three minute negotiation. The principal may request advice
from the jury or, if either party is dissatisfied with the
rating, the principal may ask the jury to arbitrate. In this
case the jury's decision is final. However, it is the prin-
cipal's option about whether or not to call for arbitration
and this choice may not be appealed. In any event, it is
pedagogical ly helpful for the principal to explain the
rationale for the rating.
7. If a "situation" suspends a student, the student must move to
the "suspension room" on the board for the designated number
of turns. During this time the player may not speak to any
other player. When the suspension is over the player returns
to "start" and moves around the board.
8. When a student or teacher completes a round of the board, s/he
receives twenty five (25) discipline credits. The winners are
the players with the most discipline credits.
9. The game may continue as long as players feel it is a useful
learning experience. Approximately twice around the board is
a reasonable period for the purposes of the course.
VII. Genera 1 instructions
1. Introducing the Discipline Game.
Although the game was designed to be used as part of an on-
going social literacy training program, it can be used by itself in a
wide variety of other contexts, e.g. PTA meetings, board of education
meetings, joint school committees studying the discipline problem,
junior high school classroom. Obviously in each situation the pur-
poses will be slightly different and require appropriate introductions.
For example, many PTA groups are concerned about discipline pioblems
in schools. The discipline game could be used to help parents
re-acquaint themselves with the array of specific problems at an
experiential level and appreciate the difficulties experienced by
teachers and students in solving them. Based on this experience.
parents should be better informed in discussing useful parent, teacher,
student and administration roles. If the game is used as part of a
social literacy training for teachers, the first two paragraphs of the
introduction and all of sections III and VI should be read to orient
players to the game.
2. Styles of playing the game.
The principal may wish to try out different roles--authori-
tarian, democratic, laissez faire-supportive, etc. However, if this
is done during a single session, it is helpful to say publicly that
s/he is experimenting with a different role, to be discussed at the
end of the game. After players have gone around the board once, it
is an appropriate time to announce a change of style.
You may also wish to give the jury specific instructions. For
instance, you may want to announce that they have a board of high paid
consultants who are available to players for advice on how and when to
negotiate, for suggested alternative solutions. Or, you may want to
use the jury as a mediating group to suggest ways that teacher/student
negotiations can be more productive. Or, you might ask each member of
the jury to be an analyst-recorder having a particular task: record the
full list of expressed student and teacher needs; record the list of
proposed and/or accepted solutions; describe the most and least
effective negotiating strategies.
If the jury attempts to define effective negotiating strategies,
they might keep in mind the following five questions: (1) Did the
parties negotiating thoroughly discuss the problem or situation?
(2) During the discussion did the negotiating parties each make sug-
gestions as to possible solutions? (3) Did the negotiating parties
show willingness to move toward a third point of view as a compromise?
and (4) if the negotiation process proved to be unsuccessful, what
factors contributed to the failure of the process? It may be useful
to stop the game briefly after the players have gone around the board
once, to discuss what constitutes effective negotiations.
To add spice to the game you may wish to write out brief role
descriptions for the teacher and students that represent some of the
student character types encountered in your school.
If you want to concentrate solely on practicing negotiations, you
can dispense with the game board and simply take each "situation" and
"basis for negotiations" and role-playing them.
Finally, to make the game more relevant to your particular school,
create alternative "situations," "outcomes," and "basis for negotiations"
to substitute for those in the manual.
3. Follow-up.
Don't talk the game to death. As a general rule, try to stop
the post game analysis shortly after the energy of the discussion
peaks. The experience during the game will be recalled and discussed
spontaneously at several other points in the social literacy training
course. It does not need to be analyzed completely immediately after
playing the game.
Your choice of which questions to address after the game will
depend on ohe timing, the context, and the type of people playing the
game. Here are some possible questions to initiate the discussion or
to keep the discussion lively:
How did you feel in your role?
Did you like it? Dislike it?
How typical was your experience compared to the classroom
si tuation?
What were the needs, desires, goals expressed during the
negotiations?
Are these needs good or bad?
In what situations are they good?
In what situations are they bad?
What constitutes good negotiations?
Is it possible to actually negotiate with students in and
outside the classroom?
To what degree are teachers afraid of giving up their
traditional forms of power?
Is negotiating with students really giving up power?
What are the proposed solutions that come out of negotiations?
Are these feasible alternatives for the classroom?
What effect did the different styles of principal -ship have
on students in the game?
What style is more conducive to productive negotiations?
In what ways does the teacher both win and lose in discipline
conflicts?
In what ways do students both win and lose in these conflicts?
To what degree are the causes of discipline problems (a) in
the students' or teachers' background, home life or
economic situation; (b) in the personality of the student
or teacher; (c) in the formal and informal rules in the
specific classroom? Depending on your answers, > what
needs to be changed to resolve these conflicts?
Brainstorm a list of: (1) other types of discipline conflicts
in the classroom; (2) the other needs of teachers and
students in these conflicts; and (3) other ways to solve
these conflicts in the classroom without sending students
to the front office.
Appropriate social literacy activities to follow the discipline
game include vocabulary building (Name it), discipline role play analy-
sis (Tame it), relating discipline issues to one's ideal self-image,
values and the demands of the classroom (Claim it). If this game is
played in some context outside of social literacy training, you may
wish to hand out one or both of the following short articles: Peter J.
Kuril off, "The counselor as psychoecologist," Journal of Personnel and
Guidance
,
Vol . 51, No. 5 (January, 1973), 321-327; Alfred S. Alschuler
and John V. Shea, "The discipline game: Playing without losers,"
Learning Magazine (August-September, 1974), 80-86.
The Situation Manual
A . The Classroom
1 ) The situation
The student makes the following request to the teacher:
"The class is tired after lunch and wants to talk instead of
work."
The outcome
The teacher is aggravated and refuses the request after
lengthy explanations about the Importance of learning the names
of the seven continents today. The teacher pays the student two
discipline credits because the student succeeded in delaying the
lesson by five minutes.
Basis fo r negotiations
Negotiate a way to deal constructively with both the lesson
plan and students' fatigue.
2 ) The situatio n
The student returns from the bathroom after eight minutes,
having promised to take no more than three minutes.
The outcome
The teacher requires the student to come in after school to
make up the five minutes and also brings down the student's daily
grade. The teacher gets five discipline credits from the student.
Basis fo r negotiat ions
Returning late from the bathroom is a long standing pattern.
The teacher is always irritated. Students are bored with class.
Negotiate a solution that meets the students' and teacher's needs.
3 ) Read the appropriate situatio n
Student: You are sent to the front office for being in a fight in
class. The assistant principal says it doesn't matter
who started it, and suspends you for one day. (You miss
one turn in the discipline game).
Teacher: The front office has information that your certification
is not in order. Pay the principal ten discipline
credits and fret profusely.
4) The situa tion
The student calls the teacher a "feckless zebu" in class loud
enough to be heard by others.
The outcome
The teacher lectures the student about proper language and
benavior, but takes no punitive action. The teacher pays the
student one discipline credit for helping the class avoid the
lesson on animal anatomy without being punished.
Basis for ne gotiations
After class the student tells the teacher that s/he puts
them down with her lectures about "proper behavior." The students
feel that they can't let their true feelings be known so they
mutter under their breath. Negotiate a mutually satisfying
solution.
5) The situation
The English teacher before your class has lectured on the
profound significance of silence in communications. The class
arrives, sits down, folds their hands in unison and is completely
silent despite your efforts to communicate.
The outcome
The teacher is totally frustrated and punishes the students
with a pop quiz. The student pays the teacher four discipline
credits.
Basis for negotiations
Establish communi cations without embarrassment to the
teacher or student, and find a mutually agreeable solution to
oppressive teacher-power and oppressive student-power.
6) The situation
A geography lesson is important for a state exam but is
boring to both teacher and students.
The outcome
About half the class talks and passes notes. The student
gets two discipline credits for controlling his/her attention.
Basis for negotiations
Negotiate a way to teach/learn the material in a way that
is interesting to both the teacher and the student.
7) The situation
The following dialogue occurs between two students:
Student: "Hey Stanley, I hear your brother got suspended."
Stanley: "Ya, man."
Student: "That must make you feel good, cause now you got clothes
to wear."
The teacher dislikes students putting each other down in class.
The outcome
The teacher breaks up the laughing and pays the student two
discipline credits for catching the teacher's attention and
delaying the class.
Basis for negotiations
Negotiate at least one way to have more fun in class that is
satisfying to both the teacher and the students.
8 ) Read the appropriate response
Student: Mr. Foureyes sends you to the front office for grabbing
a girl /boy. Pay the principal ten discipline credits.
Teacher: You have sent more students to the front office than
anyone else. The principal wants to know why. Pay the
principal ten discipline credits.
9) The situatio n
It's late Friday afternoon in an English class. A student
gets up and begins to mock-wrestle with another student.
The outcome
The teacher immediately threatens to cancel a showing of
"Last Tango in Paris" scheduled for the sex education class the
following Monday. The class suddenly is passive and attentive.
The student pays the teacher two discipline credits.
Basis for negotiations
The teacher stops the mock-fight. Negotiate a way to meet
the students' needs for contact, movement and attention in a con-
structive process of learning the subject matter.
10)
The situation
The teacher threatens an inattentive student with having to
do an extra worksheet on ancient Egyptian hieroglyphics.
The outcome
The student promises to pay attention and then daydreams
the rest of the class. The teacher pays the student two
discipline credits for maintaining control of his/her own
attention.
Basis for negotiations
Negotiate with the students a way to make ancient Egyptian
culture more interesting.
1 1 ) Read the appropriate response
Student: You are caught cutting science class and sent to the
front office. Pay the principal ten discipline credits.
Teacher: You are called into the front office and informed by
the principal that you are not allowed to wear denim
pants in school. Pay the principal 14 discipline
credits.
1 2 ) The situation
A street-wise student returns to class after a long-term
suspension and wants a seat near his/her best friend. The two
students have been difficult to deal with in the past.
The outcome
The teacher agrees to the request in order to avoid an
immediate confrontation only to be disrupted two minutes later
by the pair who begin to sing the latest hit song. The teacher
pays the student three discipline credits because the teacher
failed to establish a constructive collaborative relationship.
Basis for negotiations
Negotiate an agreement that allows the pair to sit next to
each other and leads to cooperation with the teacher.
13) The situation
During a discussion in the classroom the teacher touches a
student as s/he is emphasizing an important area. The student
yells immediately, "Don't touch me!"
The outcome
The lesson stops. The teacher is surprised, embarrassed and
apologizes. The teacher pays the student five discipline credits
for losing face in front of the class.
Basis for negotiations
The teacher and student have different conceptions of what
touching means. Negotiate an understanding about when, where
and under what conditions touching in class is permissible.
14) Read the appropriate response
Student: The teacher and student have had a loud argument in
front of the class. You are now in the assistant
principal s office. Pay him/her fifteen discipline
credits.
leacher: The principal calls you on the carpet because you are
always late for school. Pay him/her fifteen discipline
credits.
15) The situation
The teacher is called from the classroom for a parent
conference. A substitute teacher is sent to cover the class.
The students destroy the classroom and reduce the substitute
teacher to a warm puddle of tears.
The outcome
The teacher is angry and punishes several students with
detention. Even though you are the ringleader, you are not
punished. Collect six discipline credits from the teacher.
Basis for negotiations
The regular teacher wants the class to exercise some
minimal self-control when s/he is out of the room. The class
doesn't want the teacher to be called to parent conferences on
their time. Negotiate a mutually agreeable solution to the
confl ict.
1 6 ) The situation
The teacher screams at a student to turn around and pay
attention. The student says something about the teacher's
mother loud enough for some other students to hear.
The outcome
The teacher sends the student to the front office. The
principal says that comments about mothers are out of place in
school and suspends you one day. Miss one turn in the game and
pay the teacher and principal seven discipline credits each.
Basis for negotiations
The students want some time to talk and interact with their
friends. They say that the teacher never lets them have any free
time. The teacher wants full attention to the subject matter.
Negotiate a resolution to this conflict.
1 7 1 The situation
The P.A. repeatedly comes on and distracts everyone.
Students are unable to solve half of the math problems assigned
to them.
The outcome
The distraction is a factor in causing the whole class
problems on a test. All of the students and the teacher pay the
principal three discipline credits each.
Basis for negotiations
Students want the teacher to speak to the principal about
the distractions, but the teacher believes nothing can be done
about this.
1 8 ) Read the appropriate response
Student: You spill paint on the floor in art class. Because
of your past record you are accused of doing it on
purpose and are sent to the front office. You are
suspended for one day. Miss one turn in the game and
pay the art teacher and the principal three discipline
credits each.
Teacher: Your reading class disrupted the classes on either
side of you. The front office wants to know why. Pay
the principal ten discipline credits.
1 S ) The situati on
Students attempt to delay the start of class by participat-
ing in a milling game around the teacher.
The outcome
The student is singled out by the teacher who asks if the
student is "lost." Everyone in class laughs. The student pays
each of the other student players and the teacher one discipline
credit each.
Basis for neg otiations
Students don't like the work in the class. They attempt to
delay it by milling. Negotiate a way in which both teacher and
student can win.
20)
The situation
A student jumps up when the student behind him/her sticks
him/her with a pin.
The outcome
The teacher gives the student detention. The student pays
the teacher ten discipline credits.
Basis for negotiations
Students seem to get in trouble because they want attention.
Negotiate a way in which the teacher still covers the material
and gives individual attention to students.
21 ) The situation
A student tells the teacher s/he has a sore throat and is
unable to recite in class.
The outcome
The teacher believes the story. Collect one discipline
credit from each of the other players and from the teacher.
Basis for negotiations
Try and find some ways in which the student can participate
without oral work.
22) The situation
The teacher lectures to the class for five minutes about
bringing pencils and other necessary materials.
i
The outcome
The students prolong the discussion with many "yes, but"
arguments and delay the learning time by fifteen minutes. The
student collects three discipline credits from the teacher.
Basis for neootiations
- — ^
The teacher wants students always to bring materials to
class. Students believe that the teacher should have materials
such as pencils for students who occasionally forget. Negotiate
a solution that is mutually agreeable.
23) Read the appropriate response
Student: The teacher, principal and guidance counselor say your
records indicate you are a troublemaker. You are
assigned to the remedial classroom. Pay the teacher
and principal three discipline credits each.
Teacher: You have been assigned by the principal to teach this
remedial classroom for one day. Miss one turn.
24) Read the appropriate response
Student: You emitted loud noxious vapors from both ends simul-
taneously. The teacher sends you to the front office
where you get a ten minute lecture on chewing your
food. Pay the principal eight discipline credits and
collect five discipline credits from the teacher for
successfully getting out of a dull class.
Teacher: ihe principal finds that you are having a smoke in the
teachers' room while your class does "busy" work. Pay
five discipline credits to the principal.
25) The situation
A student is thirsty and wants to go to the water fountain
in the hall. The teacher refuses permission.
The outcome
The teacher refuses permission. The student gets mad and
refuses to work. The teacher keeps the student after school.
Pay the teacher five discipline credits.
Basis for negotiations
The students want to be able to get a drink of water or go
to their lockers when they want to. Negotiate a solution to
this chronic problem.
26) The situation
A student places a comic book behind a textbook and reads
it during class.
The outcome
The student is able to read the comic book and put one over
on the teacher. Collect two discipline credits from the teacher.
Basis for negotiations 1
Students would like the teacher to talk about things that
interest them. Negotiate some ways that the teacher can still
co>/er the subject and let the students learn about some things
that are important to them.
2 7 ) The situation
The entire class coughs at the same time, to get the
teacher.
The outcome
The teacher heard you talking about coughing at the same
time. The teacher assumes you are the leader and give you
detention. Pay the principal seven discipline credits.
Basis for negotiations
Students feel the teacher is too tough and doesn't let
them participate in any decisions about how the class is to be
run. The teacher believes s/he is paid to do. Negotiate a
mutually agreeable solution.
28) Read the appropriate response
Student: You refuse to stop dancing in class. The teacher
sends you to the front office. The principal dismisses
you for one day, which is what you wanted from the
start. Collect four discipline credits from the
teacher, four from the principal and miss one turn in
the game.
Teacher: You are called to the front office. The principal
orders you to stop playing hooky from teachers'
meetings. Pay the principal eight discipline credits.
29) The situation
The student spends the entire class period combing hair,
cleaning nails and teeth.
Th e outcome
The teacher notices this grooming but says and does
nothing. Collect one discipline credit from the teacher for
being allowed to do your thing.
Basis for negotiations
The teacher says that even though this is a personal
hygiene class, theory must precede practice and asks the student
to read about the causes of tooth decay. The student says s/he
already knows about "that stuff." Negotiate a mutually agree-
able resolution to the conflict.
30) The situation
The teacher catches the student passing a note to a friend.
The note says "look, the teacher's underpants are showing."
The outcome
The teacher reads the note substituting "your" for "the
teacher." Collect three discipline credits from the teacher for
successfully interrupting a deadly lession, but pay each of the
I
other players one discipline credit for being embarrassed.
Basis for negotiations
The student wants to be able to talk with other students
occasionally during class. The teacher wants to maintain con-
trol and attention to the lesson. Negotiate an agreeable com-
pronri se.
31 ) The situation
A student does a Lenny Bruce routine and calls the
teacher s attempts to stop the act "police oppression. 11
The outcome
The teacher sends "Lenny’' to the front office "jail."
The incident, however, leaves the teacher drained of energy
and angry. No discipline credits change hands.
Basis for negotiations
The student believes that the teacher's standards of
obsenity are Victorian, and that the true "obsenity" is the
absence of sex in any of the textbooks. The teacher feels that
this topic should be dealt with elsewhere, not in mathematics
class. Try to resolve the issues in a mutually acceptable way.
32) The situation
A student falls asleep during class.
The outcome
The teacher makes the student stay after school for 40
minutes despite the student's protest that a family crisis kept
him/her awake all night. The student pays the teacher four
discipline credits.
Basis for negotiati ons
The student's family problems interfere with learning in
the classroom. The teacher believes s/he can or should do
nothing about the student’s home life as this is not the
teacher's responsibility. Negotiate a mutually acceptable
course of action.
33) The situation
i he teacher catches a student passing a reefer to a friend
in class.
The outcome
The student is sent to the front office and suspended for
the duration of the year. However, the student makes $300
selling dope to classmates after school. The principal pays
the student 25 discipline credits for effectively controlling
his/her own attention and for the school's failure to provide
sufficiently relevant, attractive subject matter.
Basis for negotiations
Tiie student says that if the teacher sends him/her to the
front office a long term suspension will result and the student
will deal in drugs on the street. If the subject matter were
mere relevant and attractive the student wouldn't be risking a
suspension by passing pot in class. The teacher considers this
an irrelevant argument and an attempt to avoid taking personal
responsibility. Attempt to resolve this conflict of viewpoints.
34 ) The situation
Students keep getting up out of their seats. When the
teacher finally threatens to send several students to the front
office, one student quotes the following passage from the
Declaration of Independence: "Governments are instituted among
men, deriving their just powers from the consent of the
governed." Further, the student says that the teacher is King
George and the class is tyrannized.
The outcome
The teacher asserts that students are minors without these
rights and until the teachers are overthrown, the current rules
will remain. The student pays the teacher four discipline
credits for allowing their attendance and attention to be con-
trolled unilaterally.
Basis for negotiations
The teacher and student get into an argument about con-
stitutional law and classroom control. Try to resolve this
debate.
I
35)
The situation
A student refuses to work in class.
The outcome
The teacher manages to make the student look silly in front
of the class. The student must pay each of the other student
players one discipline credit each.
Basis for negotiations
The student won't work because the teacher treats students
like babies. Can you work out the problem?
36) Read the appropriate response
Student: You are suspended for one day for throwing a rancid
piece of meat back over the cafeteria counter. Miss
one turn.
Teacher: You call in sick, but really need the day to do
Christmas shopping. The principal finds out ar.d docks
you one day's pay. Pay the principal 20 discipline
credi ts.
37 ) The situation
A student sitting near the teacher's desk as punishment for
a recent classroom crime asks the teacher to let him/her sit in
the back where there is more room to spread out the work.
The outcome
The teacher agrees and the student works hard. The princi-
pal pays three discipline credits to the teacher and to the
student.
Basis for nego tiations
The teacher is afraid that the student will be disruptive
again. The student is quite sincerely trying to work. Establish
trust.
38 ) The situation
The class arrives angry because the previous period math
teacher gave them a snap quiz. They complain angrily to the
teacher and v/on't get down to work.
The outcome
The teacher tries to be sympathetic and listens for five
minutes. Because of lost learning time, the teacher pays the
student five discipline credits for effectively shifting the
content of the class's discussion.
i
Basis for negotiations
The students do not want any snap quizzes in the teacher's
class. The teacher believes this is the best way to insure that
students will keep up on their homework. Negotiate a mutually
acceptable solution.
3 9 ) The situation
Fire drill! The principal pays all students and the
teacher ten discipline credits for allowing them to manage their
own attention. (No negotiations)
40) The situation
The student pulls out a knife.
The outcome
The teacher sends the student to the front office where
the principal discovers that the student has been intimidated
by a gang of students. The principal takes decisive action to
control the explosive situation and pays the student five
discipline credits for helping to defuse the problem.
Basis for negotiation s
The student claims the knife is for self defense against
the gang that is out to get the student. The teacher half
believes the story but knows the school's policy that anyone
caught with a weapon is automatically suspended. Negotiate a
solution to the teacher's ambivalence.
B. Hazards and Hassles
1. Student: Before school you find out that your worst teacher is
absent. Hove ahead two spaces.
Teacher: Before school you find out that the kid who gives you
the most trouble is out for the day. Move ahead two
spaces.
2. Student: You run to the cafeteria, don't get caught and get in
front of the line. Move ahead two spaces.
Teacher: You go to the teacher's room and find that the princi-
pal has bought donuts for the faculty. Move ahead one
space.
3. Student: You forget your book and are able to sleaze theteacner into letting you into class. Hove ahead two
spaces.
Teacher: You drop some papers in the hall and some students
help you gather them up. Move ahead two spaces.
4. Student: There is name calling on the bus and you don't get
involved. Move ahead one space.
Teacher: You hear about a fight on one of the busses but you
are not on bus duty. Move ahead one space.
5. Student: You forgot to lock your locker but find that you
haven't been ripped off. Move ahead one space.
Teacher: Your Union Representative tells you that the pay
increase for next year is a good possibility. Move
ahead one space.
6. Student:
and
Teacher:
You slip on the stairs and sprain your ankle. You are
out for one day. Go back five spaces.
7. Student: You have to go back to your locker but still get to
your class on time. Move ahead one space.
Teacher: There are no incidents or fights while you are in the
hall. Move ahead one space.
8. Student: You are given a compliment on your clothes by one of
your friends. Move ahead two spaces.
Teacher: The principal tells you he is pleased with your pro-
fessional appearance. Move ahead two spaces.
9. Student: The teacher stops you in the hall to tell you that
your work is really fine. Move ahead three spaces.
Teacher: The principal tells you that school will be dismissed
early. Move ahead one space.
10. Student: You are able to con the secretary in the office into
giving you a tardy pass. Move ahead two spaces.
Teacher: You find that there is no teachers' meeting after
school and that you can go right home. Move ahead
two spaces.
11. Student: You get caught shooting spitballs in assembly. Move
back three spaces.
Teacher: You have to break up a fight in the cafeteria. Move
back three spaces.
12. Student
:
You and a friend are able to get into class without a
tardy pass. Move ahead one space.
Teacher: Your car won't start but you get to school on time
with another teacher. Move ahead one space.
13. Student: You are able to talk to your friends about the party
on Friday night and still get to class on time. Move
ahead two spaces.
Teacher: You were able to get a smoke in the teachers' room
without a hassle, then you get back to class. Move
ahead two spaces.
14. Student: Someone pushes you on the stairs. You threaten their
anatomy and get away with it. Move ahead two spaces.
Teacher: Your students want you to sponsor a new club they are
starting. Move ahead two spaces.
15. Student: You go to the lunch room and for a change they have
good food. Move ahead one space.
Teacher: You have lunchroom duty and are able to get through
the period without trouble. Move ahead one space.
16. Student: Someone starts throwing food in the cafeteria. You
don't get hit. Move ahead two spaces.
Teacher: You hear that there was a food riot at second lunch,
and are thankful that you weren't on lunch duty. Mov<
ahead two spaces.
17. Student: You are able to avoid the school "borrower" who wants
a loan for lunch money. Move ahead one space.
Teacher: The principal passes you in the hall and compliments
you on your fine teaching .job. Move ahead one space.
18. Student:
Teacher:
19. Student:
Teacher:
20. Student:
Teacher:
21. Student:
Teacher:
22. Student:
Teacher:
23. Student:
Teacher:
24. Student:
While strolling through the hall you see a new "chick"
or "cool dude" so fine that you almost freak out.
Move ahead one space.
Your supervisor stops you in the hall to tell you that
he won't be able to visit you today. Move ahead one
space.
You were able to catch a smoke in the bathroom without
getting caught. Move ahead two spaces.
You were able to mark all the test papers during your
free period so you can go to a movie tonight. Move
ahead one space.
You were caught walking through the hall while the
Pledge of Allegiance was playing over the P.A. Move
back two spaces.
The Board of Education is withholding your check for
some unknown reason. Move back four spaces.
You are caught wandering through the halls during a
class without a pass. Move back three spaces.
You forget to set your alarm clock and oversleep. The
principal calls you out for being late again. Move
back two spaces.
You forget your lunch money and con your teacher into
giving you some money. Move ahead two spaces.
The principal puts you down for talking to another
teacher while on hall duty. Move back one space.
You find out that a person that you've been wanting
to go out with really likes you. Move ahead three
spaces.
You are able to spend your free period in the teachers'
room without getting into any arguments. Move ahead
three spaces.
Your teacher praises you for your excellent behavior on
the class trip. Move ahead three spaces.
You get through your class trip without any hassles.Teacher:
The kids are good, the busses don't break down, etc.
Move ahead three spaces.
Guidance
Student: You have been called to Guidance because of your
truancy record. You are nearly expelled as a punish-
ment! Pay the principal one discipline credit.
Teacher: Why haven't you turned in your Frack form 150? Pay
the principal two discipline credits.
Student
:
You are called to Guidance because of tardiness and
have to wait two periods to see the counselor. Miss
one turn and pay the principal five discipline credits.
Teacher: Your last 49 attendance reports are obviously a figment
of your imagination. Pay the principal four discipline
credits.
Student: You have been called in to see if you want to partici-
pate in an accelerated program. Collect two disci-
pline credits from the principal.
Teacher: You are given only top sections to teach. Collect two
discipline credits from the principal.
Student: Guidance wants you to go to the learning disabilities
classroom. Miss one turn.
Teacher: Guidance office wants to know why your student records
aren't up-to-date. Pay the principal three discipline
credits.
Student: If your grades don't improve you will have to repeat
the grade. Pay the principal three discipline credits,
Teacher: Why haven't your Phflug forms 245 been turned in yet?
Pay the principal three discipline credits.
Student: Your records indicate that you are eligible to be
promoted to a higher track. Collect ten discipline
credits from the principal.
Teacher: An assignment to a curriculum writing team has come
through. Collect three discipline credits from the
principal
.
7. Student: Congratulations! A teacher poll has shown you to be
the biggest goody-goody in school. Collect five
discipline credits from the principal.
Teacher: You are now on the Guidance list and may be promoted.
Collect five discipline credits from the principal.
8. Student: Guidance wants to put you in a lower track. You aren't
smart enough to be in an academic section. Pay five
discipline credits to the principal.
Teacher: Why haven't you recorded those state-wide test scores
on the students' records? Pay two discipline credits
to the principal.
9. Student: Your record card indicates that you made the honor
role. Collect five discipline credits from the
principal
.
Teacher: Guidance compliments you because your records are so
perfect. Collect two discipline credits from the
principal
D. School Grounds
Student: ROLL ONE DIE
1
-
-Somebody rips off your lunch money.
2-
5--You get to and from school without a hassle.
6--Congratulations! You've met a cute boy/girl.
Teacher: ROLL ONE DIE
1-
-Your class runs out of school to a game. The prin-
cipal chews you out, but doesn't penalize you.
2-
5--You take a walk in the sun after lunch.
6--A former student thanks you for help.
E. Bathroom
Student: ROLL ONE DIE
1—You are caught smoking and are suspended for one
Teacher:
Cafeteria
Student:
Teacher:
^day. Pay the principal five discipline credits.2 5-- In and out with no hassles. No points.
””r°ii
ar
? ?
ble
.^° have a smoke and not get caught.Collect two discipline credits from the principal.
ROLL ONE DIE
1-
-You see a student smoking and turn him/her in.
2-
b--You are on bathroom coverage but encounter no
problems.
6--You get relieved from bathroom coverage and have a
free period. Collect five discipline credits from
tne principal.
ROLL ONE DIE
1-
-You are in a fight and have to spend two periods in
the front office. Miss one turn in the game.
2-
5--You are able to eat without a problem.
6--You find a dollar under your foot when you sit down
to eat. Move ahead one space.
ROLL ONE DIE
1-
-You had to stop a fight and your glasses were
broken. Move back three spaces.
2-
5--You talk happily with students.
6--Another teacher gives you a useful idea for your
next day's lesson. Move ahead one space.
APPENDIX B
1976 SOCIAL LITERACY SUMMER TRAINING INSTITUTE
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SOCIAL LITERACY INSTITUTE
A cooperative effort by two urban school systems in New England and
the University of Massachusetts to improve the quality of public
education by reducing the causes of discipline problems.
July 1967 - June 1977
Sponsored and funded by the U.S. Office of Education, Title IV Civial
Rights Act through the University of Massachusetts School of
Education, Division of Humanistic Applications of the Social
and Behavioral Sciences in Education
Location
:
Dates:
Hours
:
Ramada Inn, East Windsor, Connecticut
July 12 - July 30, 1976
8:30 - 11:30 / 12:30 - 3:30
Institute Staff
Alfred Alschuler, Ph.D., Principal Investigator
Ronald McMullen, B.A.
,
Director of the Social Literacy Institute
Nellie Santiago-Wolpow, M.A., M. Ed., Director of Social Literacy
Trai ning
Sally Habana-Hafner, B.A., Staff Assistant
lr-ief Professional Biographies o£ Institute Staff
Alfred S
Ronald
Professor of Education, University of
Massachusetts, B.A., Amherst College,
1961; M.A., Ph.D. (Clinical Psychol-
ogy), Harvard University, 1967; from
1967 to 1969, Assistant Professor at
the Harvard Graduate School of
Education and Director of the Achieve-
ment Motivation Development Project;
1969 to 1971, Founder and Director of
the Center for Humanistic Education,
State University of New York at
Albany; 1971 to date at the University
of Massachusetts, including two years
as Division Chairperson; author and/or
editor of five books and over 50
articles on Motivation and Psychologi-
cal/Humanistic Education; Principal
Investigator of approximately
$2,000,000 in Educational Research and
Development grants; extended consulta-
tion in 37 schools and educational
organizations in twelve states and six
foreign countries.
. McMullen Ed.D. Candidate, University of
Massachusetts; B.A. in Psychology,
Boston University; 1970 to 1976,
Lecturer in Education, Interim
Director of the Center for Afro-
American Studies at Wesleyan Univer-
sity and Associate Director and
Program Psychologist at Wesleyan
Upward Bound Program; 1968 to 1970,
Founder, Owner, Director and Con-
sultant at Massachusetts Achievement
Trainers, Inc.; Previous work experi-
ence includes Program Director,
Boston Department of Health and
Hospitals, Clinician at the Massachu-
setts Division of Youth Services;
Educational Counselor at the Pilot
Juvenile Parole Project.
Nellie Santiago-Wolpow Ed.D. Candidate, University of
Massachusetts: B.A., Hunter College,
1969; M.A., Columbia University, 1972;
M.Ed., University of Massachusetts,
1977; 1969 to 1971, Instructor at
Herbert Lehman College; 1971 to 1972,
Director of the International School
Village in Madrid, Spain; 1972,
Assistant Professor, Herbert Lehman
College; 1972 to 1973, Assistant
Professor, Bank Street College of
Education; 1973 to 1974, Open Educa-
tion Instructor and Clinical Super-
visor, University of Massachusetts;
1975 to 1976, Coordinator of Social
Literacy Training in Springfield,
Massachusetts; Directed over 20
teacher training workshops across the
U.S.; co-authored a variety of Social
Literacy Curriculum materials.
Sally Habana-Hafner B.A. in Biology, Eastern Michigan
University, 1964; Secretary to the
Director of Center for South and
Southeast Asian Studies, University
of Michigan, 1964 to 1966; Research
Associate, Transport Studies in
Thailand Program (Ford Foundation),
Bangkok, 1966 to 1969; Assistant
Project Manager, U.N. Pa Mong Costing
and Resettlement Project (Thailand),
1975.
The Social Literacy Institute
Statement of Intent
In 1954, the Supreme Court decided that segregated education was
inherently unequal education. To achieve the essential democratic
ideal of equal educational opportunity, the Court ordered the nation's
schools to desegregate. Ten years later, the 1964 Civil Rights Act
provided funds, first to help school districts create and implement
judicious desegregation places, and second, to enable universities to
work with schools in resolving subsequent problems caused by desegre-
gation. Frequently, when the ethnic diversity of students in schools
is increased, there are an increased number of conflicts between
teaching, learning and life styles, between patterns of communication,
and between conclusions about what constitutes a '’relevant' 1 curriculum.
These conflicts are reflected in the number of discipline referrals and
suspensions in schools. The Social Literacy Institute at the Univer-
sity of Massachusetts was funded to work col laboratively with desegre-
gating New England schools to reduce discipline conflicts caused by
desegregation.
In the twenty two years since the Supreme Court decision, greater
national energy has been invested in devising good methods of desegre-
gating schools than in achieving the goals of desegregation—equal
educational opportunity and quality education for all students. The
intent of the Social Literacy Institute is to bring this cycle of
effort to a full circle. We are convinced that quality education for
all students can be enhanced by creating basic solutions to these
multi-ethnic discipline problems.
Our experience over the last five years in one urban school sys-
tem in New England also convinces us that collaborative problem solving
is a powerful method of achieving this goal. Relevant expertise
usually exists within each school and school district. Bringing
together professional educators in each system to work on solving
their common problems appears to be far more effective than asking
outside "experts" to come in and prescribe their solutions. The
Social Literacy Institute will provide time and space for collaborative
problem solving by peer groups of educators. We also will provide
training in the problem solving methods invented with teachers in one
urban school system over the last five years.
In providing financial support for the Social Literacy Institute,
the U.S. Office of Education agreed to our proposal that success in
reducing discipline problems and increasing quality education would be
assessed in terms of eight measurable objectives:
1. An increase in the average amount of mutually agreed-upon
learning time in classes.
2. An increase in the rate of mastering the subject matter.
Disci pi ine .
3. An increase in the degree of sel f-requl ation (Discipline
in the sense of effective democratic participation in
decision-making).
4. An increase in the degree of mutual respect between teachers
and students (Disciple-ship).
5. A decrease in the rate of referrals to the front office for
discipline purposes (Disciplinarian actions).
6. A decrease in the discrepancy in referral rates of Afro,
Anglo and Spanish speaking students.
7. A decrease in the short- and long-term s uspension rates.
8. A decrease in the discrepancy in suspension rates between
Afro, Anglo and Spanish speaking students.
As in every contract with the Office of Education, we are required to
conduct a careful evaluation of the degree to which our objectives
have been reached. This will allow us and others to maximize the
effectiveness of subsequent efforts.
To achieve these objectives, we have planned a sequence of
collaborative action steps:
1 . Recrui t cadres of educat ion al leaders from two urban school
systems in New England.
2. Provide three weeks of summer training in social literacy
problem solving methods applied to conflicts occasioned by
desegregation, so that each cadre,
a) knows at least five techniques for NAMING important
discipline problems, five techniques for ANALYZING
the causes of discipline problems and five tech-
niques for SOLVING discipline problems.
b) has a workable plan to recruit additional teachers
in the fall in their school to triple the size of
their problem solving group.
c) has at least four lession plans to teach this
expanded group technique of NAMING, four lesson
plans to teach techniques of ANALYSIS and four
lesson plans to teach techniques of SOLVING dis-
cipline problems.
3. Provide ongoing support during the school year in the ^orm of
a) monthly Institute days for coordinating efforts and
resources, and for providing relevant technical
assistance to the cadres.
b) weekly assistance by the Institute staff mergers,
as needed, in facilitating the work of cadres, the
larger group in each school and the efforts of
individual educators.
c) financial compensation for the time educators spend
outside of regular school hours devising and imple-
menting solutions.
4 . Facilitate a minimum average of at least two "sustained
appl i cations " per member of each large group in each school
over the course of the academic year. A "sustained applica-
tion" is a repeated effort to implement a solution to dis-
cipline problems devised by the cadre or by the large group
or by individual educators. A "sustained application' need
not be successful, but it must be a serious, repeated
attempt to implement a proposed solution. At least or.e of
the minimum two "sustained applications" per member should
be in classrooms. The remaining "sustained applications"
may deal with school-wide or district-wide activities that
affect discipline problems.
These action steps will require a full year of work. However,
we are not asking participants to make this long-term commitment at
the beginning of the three week summer training. By your choice to
attend the Sumner Institute, we assume only that you are seriously
interested iri understanding the nature of social literacy and what
potential it may have for overcoming the enormously difficult, recal-
citrant obstacles to quality education and humane relationships in
urban desegregated schools. At the end of the three week training
program, there will be a conscious, carefully planned decision-making
process. Each educator and every school team will be asked (1) to
choose whether or not to commit themselves to the eight specific
objectives in their school, to recruit additional team members in
their school, to train the new members and to attempt to apply solu-
tions invented by the school teams to basic discipline problems
occasioned by desegregation. Also, each educator and school team
will be asked (2) to propose and negotiate with the Social Literacy
Institute staff the specific types of support needed to accomplish
these objectives. We will make these specific collaborative agree-
ments explicit in written co-signed "statements of intent."
Prior to these "statements of intent," we ask that each partici-
pant act "as if" they were committed to achieving these objectives
over the course of the coming year. The rationale for this request is
to maximize productive support over the summer for those participants
and teams that eventually decide to continue with the work. We
realize, however, that no actual commitments beyond the summer exist
until they are negotiated and are translated into written statements
of intent." We have established this sequential decision-making
process in order to maintain our contractual obligation to the Office
of Education to work toward these goals, while at the same time pre-
serving each participant's inalienable prerogative to make a care-
fully considered, informed choice after sufficient familiarity with
the goals and methods of the Social Literacy Institute.
The Social Literacy Institute
Organi zati on of Weekly and Daily Training Activities
There are three main components of social literacy problem
solving: NAMING key issues; ANALYZING underlying patterns and
causes; planning and acting to SOLVE the basic problem. We will
spend approximately one week on each of these components. The objec-
tives for each week are (1) to present at least five different tech-
niques for accomplishing that component of social literacy problem
solving, (2) to translate these concepts and techniques into at least
four different lesson plans per school cadre for teaching this prob-
lem solving component to other educators or students, (3) to maintain
favorable participant ratings (average for the entire group above 5
on a scale of 1 to 10) on the daily evalution forms. The final work-
shop objective is for each school cadre to formulate and negotiate a
written "statement of intent" describing their plan to recruit and
train other teachers, apply problem solutions to discipline problems
caused by desegregation.
Each day's program will contain some standard activities (e.g.
review of previous day's evaluation; a philosophic minute, and an
evaluation of the day) and some special concepts or techniques. In
general, we will shift from large group work to cadres to peer groups
to city groups to dyads quite regularly to keep the work fast-paced
and to maximize exposure to the diversity of expertise at the
institute.
Also, we will try to vary the mode of learning to maintain interest
e.g. discussion, short lectures, simulation games, films, small group
problem solving, reading time, open-ended time.
The following summary of training activities is tentative. As
we obtain evaluation data each day, we may collaboratively decide to
shift emphases on learning modes, or shift the sequence of activities.
Each day a more detailed schedule of activities will be presented
along with the specific objectives for the day.
I
I
Evaluation
j
Evaluation
Evaluation
jj
Evaluation
I
Evaluation
i
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Summary:
An Evaluative Study of the 1976 Summer Institute
Phase of the Social Literacy Institute
Overall, the evaluative results of the 1976 Summer Institute
indicate that it was a major success. About 80% of the participants
indicated that the experiences had been valuable and would be help-
ful to them in their work in the schools. Only 1 of 88 participants
rated the Institute experience as "fair." All the rest gave it a
"good," "very good," or "excellent" rating. Participants were strong
in their support of the concepts that were learned, the instructional
staff, the planning and organization of the Institute, and the
facilities. Also, there is clear evidence that the instructional
staff had been responsive to participant reactions and concerns.
It would be safe to say that the Institute could be repeated
again with similar groups of participants, without any change, and
be extremely successful. If improvements are to be made, it would
see that they should include the following: There should be more
effort made to provide analyses of real classroom problems, to
provide more useable techniques for teachers in the classroom, and
to involve more school administrators in the Institute experience.
Also, more attention should be given to developing teacher
lesson
plans.
In sum, then, based upon the data collected from
the post-
institute evaluation form, it is clear that participants
felt that
the three-week experience was a very positive one.
The most important
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areas where some improvement is necessary are clearly pointed out
and listed above. They should serve as recommendations for areas
of needed work should the possibility of another Summer Training
Institute present itself.
APPENDIX C
CLASSROOM OBSERVATIONAL FORMS
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Classroom Observational
Forms
Observational Procedure :
You will be recording information on two observational forms,
the MALT Chart and the Flanders Interaction Form. Each observational
session will last approximately 30 minutes and will be divided into
ten observational occasions, lasting three minutes each.
Each three minute occasion will be divided approximately as
follows:
(a) MALT - one minute
(b) MALT Basic Moves - one minute
(c) FIAC - one minute
This sequence is completed ten times within each 30 minute observa-
tional session.
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MALT CHART
Observer: Teacher:
Date: Classroom:
Remember:
+ = Student attending instructional material
0 = No instructional material being presented
- = Student not attending to instructional material being
presented
Student
(
Percentage of Class Attending
Instructional Material
Below are a list of student and teacher moves.
Place a check by the moves you observe.
Basic Student Moves Basic Teacher Moves
Communicating to other students Starting class : Taking
unrelated to lesson: Talking, whis- attendance, giving hall passes,
pering, lip-reading, passing notes. opening doors.
Verbally abusing other students:
Teasing, threatening.
Putting down teacher (verbally,
semiverbally, nonverbally): Asking
"Why?" to any rule enforcing direc-
tion. Mumbling, shrugging, grimac-
ing in response to teacher.
Complaining about orders :
Defending self by insisting someone
else "started it," and in response
to teacher's order to stop, saying
"I didn't do anything."
Making physica l contact with
other students : Brushing, touching,
pushing, biting. Throwing object
at another student.
Moving around : Getting up to
sharpen" pencil or to throw some-
thing in wastebasket. Changing
seats. Requesting hall passes.
Making noise : Tapping foot,
drumming on desk, playing imaginary
harmonica, showing off cigarette
lighter by snapping it open and
_
closed, giggling, eating, crumpling
paper, banging teeth with pencil.
Making solitary escape : Ignor-
ing teacher, daydreaming, combing
hair, pretending to do work,
sleeping.
Building : Starting lesson
with potentially encouraging
one from students, making les-
son relevant to students,
building on a personal example.
Bantering : Joking to cool
off potentially disruptive
situations.
Using body language :
Pointing, gesturing, snapping
fingers, waiting, staring.
Applying tunnel vision :
Ignoring disruption or
refusing to see it.
Exercising voice (or
soundT control : Modulating
tone of voice, making loud
noise, slamming door, slap-
ping down ruler.
Implementing rules :
Ordering students to stop.
Invoking sarcasm : "Do
you think you can remember if
I tell you a fifth time?"
Threatening : "If you
don ' t . . .
I
' 1 1 • • •
Basic Student Moves Basic Teacher Moves
Intruding : Coming in late,
making funny faces through doorway
window.
Forgetting or not bringing
materials : Pleading, "My mother
tore it up by mistake."
Declaring independence :
Absolutely refusing to obey an
apparently unjust or demeaning
order.
Delivering mini -lecture
on good and bad behavior and
its~consequences : "She
wouldn't be bothering you if
you didn't turn around."
Implementing threat :
Sending student to office,
giving detention notice,
calling parent.
Making physical contact :
Touching, grabbing, hitting.
Refusing privilege :
Denying hall pass.
Come-back : Any response
to student 1 s response.
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Instructions for Observation with Flanders Interaction Form
1.
Record the following:
Teacher -
Observer -
Date
Time
Name of classroom teacher
Name of observer
Date of observation
Place the time you enter the classroom
2.
Directions for recording:
(a) There are ten observation occasions, each lasting
one minute.
(b) A behavior is recorded every three seconds. There-
fore, approximately 20 behaviors are recorded during
each observation occasion.
3.
How to record:
Every three seconds, place a check ( / ) beside the category
in the proper observation period that best describes the inter-
action occurring in the classroom.
4.
Scoring:
When the 30 minute observation period is completed, place
totals in the appropriate boxes.
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Teacher:
Observer:
Date:
Time:
Flanders Interaction Form
Cateaorv
Observation Occasion
rotal
1 . Accepts
feeling
IV
-t->
h~ O
O)
s- s-
CU -r-
2. Praises or
encourages
-C "O
u c
fO •
—
1
a>
h-
3. Accepts or
uses student
ideas
4. Asks
questions
Teacher
Talk
Direct
5. Lectures
6. Gives
directions
7. Criticizes
or justifies
authori ty
Student
Talk
8. Responds
9. Initiates
Other
10. Silence
11. Confusion
Total


